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Adults with Intellectual Disabilities with and
without Anxiety Disorder: The Zeigarnik Effect
Paradigm Revisited

Anastasia Alevriadou
Department of Early Childhood Education, University of Western Macedonia, Florina, Greece
Email: alevriadou@uowm.gr

Abstract

Zeigarnik effect refers to the phenomenon whereby “people will recall interrupted tasks much
better than completed ones." The present study explored the relationship between Zeigarnik
effect and anxiety disorder in 44 young adults with intellectual disabilities. The participants were
segregated into “anxious” and “non-anxious” groups. The Glasgow Anxiety Scale for people with
an Intellectual Disability (Mindham & Espie, 2003) and a series of 20 brief tasks (similar to the
concept of Zeigarnik’s work) were administered. The results revealed that only “non-anxious”
participants exhibited the selective recall pattern. It was hypothesized that interrupted activities
created negative performance expectations, causing cognitive distress. It was assumed that the
fear of failure, nervousness and physical discomfort, which are fundamental parts of anxiety,
were particularly threatening to “anxious” participants, resulting in selective forgetting or
selective storage of solutions. The findings are discussed emphasizing the role of
psychopathological factors in the performance of individuals with intellectual disabilities.
Keywords: Intellectual Disabilities, Zeigarnik Effect, Psychopathology, Anxiety Disorder, Glasgow
Anxiety Scale.

Theory

Anxiety disorders are common in the general population. 4.4% of the adult population have
symptoms of a generalized anxiety disorder, 1.8% have been reported for phobias and 0.7% for
panic disorders (Beck & Emery, 1985; Jaspers, 1997). Anxiety is a normal adaptive response to
stress or threat. However, when the level of anxiety exceeds the reality of the threat or outlasts
the duration of the threat, the response becomes pathological. Anxiety is a common symptom of
a number of disorders. It triggers a spiral of autonomic and psychological overactivity that
produce frightening symptoms, subsequently exacerbating the initial experience of anxiety,
worry and apprehension (Sullivan et al., 1999). According to ICD-10 criteria (World Health
Organization, 1994), anxiety disorders include one or more of the following: a) excessively
distressed if separated from familiar person, b) distressed about being alone, c) fears about
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particular things or situations (e.g., the dark or insects).

Intellectual disabilities (ID) affect approximately 1% to 3% of the population in developed
countries (Hodapp, Burack, & Zigler, 1990). It is generally accepted that the rate of behavioral
and emotional problems in people with ID exceeds that of the general population (Borthwick-
Duffy, 1994; Dekker et al., 2002; Dykens, 1998; Einfeld & Tonge, 1996).

Anxiety rates have been found to be significantly higher in ID than in typically developing
(TD) populations (e.g. Emerson, 2003; Emerson & Hatton, 2007). Individuals who have mild ID
with clinically significant problems of anxiety have been found to express their distress in a similar
fashion to their non-disabled peers. This includes somatic symptoms, and cognitive and
behavioral elements such as a sense of helplessness, fear of failure, loss of enjoyment and
withdrawal from activities (Mindham & Espie, 2003). Given a prevalence of anxiety disorders
amongst people with ID of around 5-10% (Borthwick-Duffy, 1994; Deb et al., 2001), and the fact
that anxiety disorders play a significant role in cognitive outcomes, there is an outstanding need
to study these parameters.

Young people with ID tend to attribute their anxiety and their emotional distress to a wide
range of factors, mostly environmental in nature, which can be grouped into four different
categories: a) stressful life events, b) physical/ medical conditions, c) transition to adulthood and
d) social isolation (Stalker et al., 2011).

On the other hand, Lewin (1939), father of modern social psychology, argued that
beginning an integrated activity of any kind creates a "tension", which continues after the overt
activity has been interrupted and persists after that particular activity is finished. Thus, if the
tension is prevented from discharging, the individual remains in a state of disequilibrium.

Many processes presumably sustain interest in a goal when it is left unfinished. Automatic
processes continue to seek and process goal relevant information and to watch for opportunities
to resume pursuit of the goal (Forster, Liberman & Higgins, 2005; Rothermund, 2003). People
also ruminate about goals they have not fulfilled so as to reevaluate how best to pursue them
(Martin & Tesser, 2006). Thus, multiple processes push a person toward focusing on an unfulfilled
goal even while the person may attempt to move on to other tasks (Smallwood & Schooler, 2006).
This theoretical formulation found empirical support in the many studies of one of Lewin's
students, Zeigarnik (1939/1965). Zeigarnik's research has led to the development of the well-
known Zeigarnik effect: "people will recall interrupted tasks much better than finished ones."

Specifically, Zeigarnik (1939/1965) administered a series of 20 brief, simple tasks to her
participants (e.g., making words from letters, writing names of cities beginning with the letter L,
and the like). Half of the tasks were completed by the participants; however, the remaining tasks,
spread throughout the series, were interrupted without providing any opportunity for
resumption. Immediately following the completion of the series, the participants were required
to recall as many of the subjects as possible. The result was that the percentage of interrupted
tasks recalled was significantly higher than the percentage of completed tasks recalled (68% vs
43%). Marrow (1938) demonstrated that it is the experience of failing to reach a goal standard
that is associated with increased recall, and not the interruption or incompleteness of a task per
se: Recall was better for noninterrupted tasks when participants were told that a task was
terminated as soon as the experimenter was satisfied with their performance—that is, when non-
interruption indicated failure to reach a given performance standard.

House and Moclntosh (2000) studied the Zeigarnik effect in a sample of adults with
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moderate and mild ID. They found that there was a significant difference in the recall of
uncompleted versus completed tasks, thus establishing the Zeigarnik effect in that population.

Subsequent research with the Zeigarnik paradigm revealed, however, that enhanced
recall of unfinished tasks is not a robust effect (Butterfield, 1964; VanBergen, 1968). In some
studies, even an “inverse” Zeigarnik effect was found—that is, recall was better for successfully
completed tasks (Holmes, 1990). This instability of the Zeigarnik effect was sometimes attributed
to the influence of psychological factors on recall: Participants might want to create a favorable
impression of themselves by trying to recall successful tasks. This explanation was supported by
the finding that a reversed Zeigarnik effect was observed mainly under conditions of “high” task
importance and when there was a “high” involvement of psychological/motivational factors
(Greenwald, 1982; Holmes, 1990).

To sum up, interrupted tasks are better recalled than completed ones. This seems to be
most pronounced in participants without fear of failure and lack of serious stressful experiences.
On the contrary, participants who showed a sense of helplessness and fear of failure sometimes
remembered more completed tasks than interrupted tasks (Alevriadou, 2010; Moot, Teevan, &
Greenfeld, 1988). This unexpected decreasing tendency of interrupted tasks by participants with
fear of failure was maybe influenced by psychological factors such as anxiety, worry,
apprehension and stressful experiences.

Previous work has shown that Zeigarnik effect might be influenced by cognitive and
psychological (personality) factors. For example, Masicampo and Baumeister (2011), found that
those who simply tend to stick with their goals through completion, may have also have difficult
time transitioning from one unfinished task to a new one, particularly when the latter is
dependent on executive functions. On the other hand, Kuhl and Helle (1986) have found that
clinically depressed people may be especially susceptible to interference from unfulfilled goals.

The present study attempted a conceptual replication of the Zeigarnik effect in a sample
of young adults with ID of “high” and “low” anxiety. It was expected that individuals with ID would
show a similar pattern of behavior like that of persons without ID. Specifically, an absence of
anxiety disorder would lead to better recall for uncompleted or unsolved tasks-the usual
Zeigarnik effect-whereas a prominent anxiety would result in a reversed Zeigarnik effect.

Method
Participants
The sample of the study consisted of 44 young adults with ID. There were 32 females (77.27%),
whose average age was 19.76 years (SD=1.74) and 12 males (22.73%), whose average age was
19.49 years (SD=1.93). All participants had been previously diagnosed as having ID by clinic
personnel using the American Association on Mental Retardation (AAMR) diagnostic criteria
(Luckasson et al., 2002). They were all attending training programs at Vocational Rehabilitation
Centers in North Greece, and none were living in institutional settings. They had all mild ID,
according to the Test of Non-Verbal Intelligence (TONI-3) (Brown et al., 1997) (Mean 1Q=65,
SD=3.45). The participants were native speakers of Greek origin. Furthermore, all of them had
sufficient ability to communicate verbally in day-to-day interaction. Finally, none of them had
sensory impairments and motor disabilities.

The participants were segregated into “anxious” (N=22, 16 females and 6 males) and
“non-anxious” (N=22, 16 females and 6 males) groups. Participants from the “anxious” group
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were identified by certified clinical psychologists and psychiatrists of the National Health Service
of Greece, while some of them were being recruited through private practice. The “anxious”
group met ICD-10 criteria (World Health Organization, 1994): Generalized Anxiety Disorder (n =
17), Panic Disorder with Agoraphobia (n = 3), Panic Disorder without Agoraphobia (n = 1) and
Specific Phobia (n = 1). All of them were being treated for anxiety disorder. The “non-anxious”
group had no known anxiety disorder or history of it.

There were no statistically significant differences in the chronological age between
“anxious” and “non-anxious” groups (t=0.16, df=42, p>.05), and in their IQ scores (t=0.44, df=42,
p>.05).

Measures
The Glasgow Anxiety Scale for people with an Intellectual Disability (GAS-ID) (Mindham & Espie,
2003) is a self-report questionnaire that consists of 27 items about worries, specific fears, and
physiological symptoms of anxiety. A three-response option format is used: (0 points) ‘never’, (1
point) ‘sometimes’ and (2 points) ‘always’. Thus, the GAS-ID yields a total score for the scale (0-
54), but also subtotals for component scales of “worries” (0-20) (e.g. Do you worry that
something awful might happen?), “specific fears” (0-18) (e.g. Do you get scared in the
dark?...think of being in bed with the lights out: Would you be scared?) and “physiological
symptoms” (0—16) (e.g. Do you ever feel breathless? ...hard to breathe/out of breath). Cronbach’s
alpha reliability was 0.87 for the total scale, 0.94 for ‘worries’, 0.90 for ‘specific fears’, and 0.92
for ‘physiological symptoms’, respectively. The GAS-ID is “user friendly”, taking only 10-15 min to
administer.

A series of 20 brief tasks (similar to the concept of Zeigarnik’s work) was used for the
recall portion of the experiment. The young adults with ID were given Jigsaw puzzles. Half of them
were interrupted tasks and half were uninterrupted ones (completed tasks).

Procedure

All participants were tested individually by the author (a certified psychologist) in one session,
lasting approximately 25-30 minutes and consisting of the administration of the GAS-ID, and the
experimental Zeigarnik task. Participants were informed at the beginning of the assessment that
data are used for research purposes in anonymous form. If people object to such use, their data
were removed. A comprehensive protocol safeguarded anonymity of the participants and
ensured proper handling of the data. The Ethical Committee of the University of Western
Macedonia approved the regulations and agreed with this policy.

The GAS-ID was administered individually by the author using a standardized format. The
purpose of the assessment was then explained: | am going to ask you some questions about how
you have been feeling since over the past week. There is no right or wrong answer; it is just about
how you feel. If | have not explained something clearly, please ask me to tell you what | mean.
For each question, | will ask you if you have ‘never felt like this’, ‘sometimes felt like this’ or
‘always felt like this’. The author then demonstrated these responses using cue cards with visual
representations of ‘never’, ‘sometimes’ and ‘always’, and checked that the participant
understood the concepts using everyday examples (e.g. ‘Do you like to go to the theatre?’) and
responded consistently to these. Items were then read to the participant (or she or he was
assisted to read them). Some flexibility in wording was permitted (consistent with the language
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used in the groups) and responses were recorded.

In the Zeigarnik task, the participants were given Jigsaw puzzles individually, only half of
which were “allowed” to be completed. The recall test was given as soon as work on the series
of tasks was completed.

Results

The design was a 2 (“anxious” X “non-anxious” group) X 2 [interrupted (uncompleted) —
uninterrupted (completed) tasks]. The mean scores on the GAS-ID were the following [(“anxious”
group: M=33.50, SD =4.50), (“non-anxious” group: M=6.50, SD=2.50)]. It is important to mention
that Mindham and Espie (2003) defined the cut-off scores in the range 13-15 of the GAS-ID,
assessing all those who have above this score with a diagnosis of anxiety, while excluding all those
who had below the cut-off scores (do not have a diagnosis of anxiety).

A t test for independent samples indicated that the “non-anxious” group recalled more
interrupted tasks (M =9.61, SD= 1.07) than did the “anxious” group (M = 3.90, SD= 1.69) (t=5.08,
p <.01). Onthe contrary, “anxious” group recalled more uninterrupted tasks (M =6.91, SD=2.03),
than did the “non-anxious” group (M = 4.48, SD= 1.84) (t=3.13, p <.05).

Moreover, analysis indicated that there were positive and significant Pearson correlations
between “non-anxious” group scores and Zeigarnik scores (scores in the interrupted tasks) (r =
44, p < .01). Additionally, there were statistically significant correlations between the subscales
of the GAS-ID, that is “worries”, “specific fears”, “physiological symptoms” and Zeigarnik scores
(r=.40,p < .01, r=.37 p< .05, and r = .35, p < .05, respectively). On the other side, there were
negative significant correlations between “anxious” group and Zeigarnik scores (r = -.40, p < .01).
Additionally, there were negative significant correlations between “worries”, “specific fears”,
“physiological symptoms” and Zeigarnik scores (r = -.39, p<.01, r=-36 p<.05,and r=-.33,p<
.05, respectively).

Discussion & Conclusion

The present study replicates the findings of similar studies about Zeigarnik effect, in which the
participants were individuals without ID (Martin & Tesser, 2006; Moot et al., 1988). It seems that
persons with ID respond in the same way and display similar patterns of behavior across domains,
when compared to TD individuals. These results support the developmental approach by Edward
Zigler (Burack, Hodapp & Zigler, 1998; Hodapp, Burack & Zigler, 1990; Zigler, 1969, 1999).

In the original 1927 Zeigarnik study, participants who were interrupted, while working on
problems, were overtly disturbed by the interruption and evidenced a strong tendency to resume
working. This putative “tendency to resume” may create some form of attentional mediation of
the task material and thereby promote the portion of the task completed (Levin, 1951; Prentice,
1944). It is suggested, along with the classic theory of Lewin (1951) that accessibility decreases
after a completed task, because task completion functions in a way similar to goal fulfillment.
Goal fulfillment, according to many theories in cognitive, social and clinical psychology (Forster
et al., 2005; Liberman, Fgrster & Higgins, 2007; Marsh, Hicks & Bink, 1998), is followed by an
inhibition (i.e., an active reduction of accessibility) of goal-related constructs. Such an inhibition
after goal fulfillment is crucial for the pursuit of other goals (Liberman et al., 2007).

In relation to the anxiety variable, the participants in the “anxious” group remembered
the largest percent of completed (uninterrupted) tasks and had the lowest Zeigarnik scores. It
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seems that as anxiety scores increased from “low” to “high”, the tendency to remember
incomplete tasks decreased. There is reason to suspect that prior, unfulfilled goals could interfere
with psychological and/or psychopathological factors. Indeed, research on populations with
clinical depression has shown that an unfulfilled intention can be quite detrimental to other tasks,
including short-term memory tests and the ability to initiate novel intentions (Kuhl & Helle, 1986).
Additionally, Alevriadou (2010) explored the relationship between Zeigarnik effect and self-
esteem in 48 adolescents and young adults with ID. She found that only participants “high” in
self-esteem exhibited the selective recall pattern. It was hypothesized that interrupted activities
were viewed as failures. It was also assumed that the recall of failures was particularly
threatening to “low” self-esteem participants, resulting in selective forgetting or selective
storage of solutions.

That is, for low achievers, uncompleted tasks are regarded to be threatening and to lead
to increased avoidance of failures, since recall of failures would serve to bring back the pain of
failure and worry which is based on negative performance expectations, causing cognitive
distress. Examples of reactions of cognitive distress can be nervousness, fear, and physical
discomfort, which are fundamental parts of anxiety (Lufi, Okasha & Cohen, 2004). It seems that
the performance of individuals with ID may be influenced, in some measure, by noncognitive
variables rather than by inherent deficits in memory performance, as it is obtained through the
anxiety analysis.

Psychological and/or psychopathological factors can partially explain the differences
found between the two groups. That is, the differences in cognitive performance between the
two ID groups reflect the operation of certain psychological (personality variables), arising from
life experiences that people with ID often encounter, such as helplessness, social deprivation and
frequent experiences of failure (Burack et al., 1998; Weisz, 1979). The developmental approach
of mental retardation by Zigler (1969, 1999) gives special emphasis on the whole individual. It
examines ways in which personality characteristics, arising from certain life experiences, interact
with the individual’s developmental abilities to determine behavior on both cognitive and non-
cognitive tasks (Zigler, 1999). Various studies found various personality deficiencies in individuals
with ID, such as more external locus of control, higher anxiety levels, withdrawal, depression, low
self-esteem, more rejection by others, and fewer social skills (Dykens, 1998; 2007). These
disorders are distressing and might severely impact upon their daily functioning and performance
in tasks like Zeigarnik-type ones.

Thus, efforts to understand, and maximize their mental health may hold significant
benefits for individuals with ID in their pursuit of competence and independence. While this still
requires further investigation, our knowledge is probably adequate enough to recommend that
at times of stressful life events, physical/ medical conditions, transition to adulthood and social
isolation, educators and carers should offer additional support to people with ID. Educators
should also be trained to be vigilant for signs of emerging mental illness at such times, so that
timely interventions can be offered. It is also clear that determination of the factors that influence
the performance in Zeigarnik-type tasks warrant further empirical examination in individuals with
ID.

Finally, the findings presented here stress the need to assess further the influence of
anxiety. The assumption made should be tested further in future research, using a wider variety
of research tools. One additional interesting line of research would be to explore which aspects
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of anxiety disorder relate to the Zeigarnik effect task.
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Abstract

What is important for teacher development is to seek professionalism through collaboration with
other colleagues, sincere critical reflection on one’s practices, sharing of problems and strong
desire for self-improvement for the benefit of both learners and teachers. This form of
professionalism was the expected outcome of the so-called Major Training Programme (MTP)
addressed to state EFL teachers in Greece which implied that state-school foreign language
learning should be transformed into a forum where informed, principled experimentation is
encouraged in cooperation with other stakeholders, bringing a real-life flavour to the whole
learning experience. In general terms, the MTP was a teacher education programme
conceptualized, developed and implemented on the basis of the ‘New School’ philosophy and it
followed the reflective model of teacher education allowing a role for both the trainer and
trainees in the process by most importantly emphasizing the development of trainees’ own
ability to reflect on their teaching practices. The purpose of this paper is to reflect upon the MTP
providing a critical analysis and evaluation of its content and process relying on concepts and
theories derived from the teacher education literature.

Keywords: Training, Reflection, Teacher Development, Personal Theory, Trainee-Centeredness.

Introduction

Traditionally, in Greece, in-service teacher training focused on transmission-based and trainer-
centred approaches. Teacher educators by means of lectures or different kinds of presentations
used to transmit theoretical knowledge and basic skills to trainees who were treated as passive
recipients of ‘ready-made’ knowledge rather than active agents engaged in decision-making
processes (Crandall, 2000). The majority of teacher training programmes, if not all, included
mostly seminars or one-day conferences which didn’t actually facilitate the active involvement
of the participating teachers (Bax, 1997; Johnson, 2006).

12



MULTILINGUAL ACADEMIC JOURNAL OF EDUCATION AND SOCIAL SCIENCES

Vol. 4 No. 1, 2016, E-ISSN: 2308-0876 © 2016 KWP

The above-mentioned transmission-based approach to teacher training changed for the
first time in 2011 when a pilot six-month training course, the so-called Major Training Programme
(MTP) %, which was a formal in-service voluntary/non-compulsory training course, addressed to
state-school teachers from different areas all over Greece, was implemented to foster teacher
development (Beaumont, 2005). The MTP demonstrated a shift toward a more reflective and
holistic approach to teacher education which promoted trainee-centeredness and provided
opportunities for trainees’ autonomy (Beaumont, 2005). This shift covered the need for the
teacher education to become more process-oriented in a constructivist way prompting the
teachers to discover their ‘personal theory’ which constitutes the basis on which new knowledge,
skills and attitudes will be accommodated (Crandall, 2000). In fact, the MTP marked a new era
for the teacher training in Greece focusing on the importance of research and inquiry on the part
of the teachers as well as on the role of reflection in the professional development of state-school
teachers (Bartlett, 1990; Freeman & Richards, 1993).

The MTP attempted to respond to the new educational challenges of the 21st century?
based on the assumption that teacher autonomy and the ability to make informed decisions
become even more imperative nowadays especially because traditionally prescribed educational
models and methods have been questioned and proved ineffective the last decades. Taking into
consideration the fact that the trainee-teachers are not the ‘empty bucket’ to fill it, the MTP
focused on previous school experience activating trainees’ critical and autonomous thinking
processes (Yates & Muchisky, 2003). The training programme was structured around the ‘New
School’ philosophy which values teachers’ personal experience and teaching practice as
essentially important and a threshold for any conceptual change or development they might
achieve.

In light of the above, the present paper attempts a critical review of the content and
process of the MTP for state EFL3 teachers in Greece. To this end, after providing an outline of
the specific training context including the training institution characteristics, the target teaching
situation, the MTP purpose and participants (trainers and trainees), it is attempted a thorough
analysis and evaluation of its content and process on the basis of modern theoretical approaches
to issues of teacher education and professional development.

Theoretical Background
There are several definitions as regards teacher education, teacher training and teacher

18,000 permanent state-school teachers from seven different specializations participated in this pilot MTP period and the training
course took place in 57 training centers in five selected prefectures all over Greece according to the information available at the
official MTP site (http://www.epimorfosi.edu.gr/ ). It is worth noting here that it was an innovative training project as the MTP
planning and implementation was based on the results of an extended research study regarding the school teachers’ actual
training needs (available at http://www.epimorfosi.edu.gr/index.php/2010-06-02-19-22-56/65-2010-10-18-13-39-01 ). Although
according to the initial planning the MTP aimed to train almost 150,000 public and private school teachers of all disciplines in
primary and secondary education (as cited in Anastasiades, 2011), unfortunately, after its pilot phase, despite its successful
implementation and completion, this innovative training programme was ceased or even ‘blocked’ probably either due to rapid
political changes in Greece (e.g. elections, new government, appointment of a new minister of education, etc) or/and due to the
financial crisis and the lack of funds from the Greek state and the ministry of education as long as the co-funding provided by the
European Social Fund (ESPA 2007-13) came to an end. For more details regarding this training course schedule, methodology and
structure, see the Basic Training Material, Vol. A: General Part (2011), pp. 48-53.

2 Basic Training Material, Vol. A: General Part (2011), pp. 10-11.
3 EFL=English as a Foreign Language.
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development in the relevant literature (Freeman, 1989; Manolopoulou-Sergi, 2005; Richards,
1990; Widdowson, 1983; Woodward, 1992). According to Richards (1990), training in the micro
perspective focuses on equipping teachers with a repertoire of strategies to facilitate their
teaching practices whereas in the macro perspective education stresses the importance of
infiltrating acquired knowledge through personal qualities like judgment, flexibility and creativity.
Freeman (1989), however, supports that education constitutes an umbrella term including the
concepts of both training and development. In particular, according to Freeman, training is
described as the direct intervention on the part of the trainer with emphasis on knowledge and
skills which aims at mastering specific trainable aspects of teaching through practice whereas
development is considered to be an indirect intervention which focuses on idiosyncratic and more
complex aspects of teaching, with a view to encouraging a shift of awareness and attitude, which
would subsequently lead teachers to change of attitudes and practices.

In the present paper, focus is especially placed on the reflective model of teacher
education which formed the theoretical ‘backbone’ of the MTP. The reflective model is an
alternative model of teacher education which allows trainees to construct their own teaching
‘theory and practice’ by exploiting their own previous experience as well as knowledge coming
from research. It is then up to the trainees to put their knowledge to practice and become
reflective on the grounds of their actions, the strengths or the weaknesses of their teaching
practices. According to the reflective model, there is no one good model or recipe of teaching
that everyone should follow. The teachers are encouraged to be flexible and creative in their
decision-making processes reflecting upon their own teaching situation and their learners’ actual
needs (Farrell, 1999).

Reflection also plays a defining role in the process of a teacher’s professional development
in O’Brien’s (1981) E-R-O-T-I model. In this teacher training model the input comes from the
trainees’ own experience usually gained through classroom observation sessions or even an
analysis of their ideas. The trainees are engaged in a trial process experimenting with the
theoretical input and applying it accordingly into daily classroom practice. In a similar vein,
Zeichner (1994) considers that reflection is essential for bringing understanding to the complex
nature of classrooms and states that teachers should be trained to reflect on the subject matter
and the thoughtful application of particular teaching strategies. He further states that teachers
need to reflect on their learners’ understandings, interests and developmental thinking. In other
words, teachers need to look at teaching from other perspectives beyond their ‘egocentric’ view,
that is, to become more reflective practitioners (Green, 2006).

The MTP followed the reflective model of teacher education (Wallace, 1991) allowing a
role for both the trainer and trainees in the process by most importantly emphasizing the
development of trainees’ own ability to reflect on their teaching through a variety of techniques
such as group-work, plenary discussions, reflection materials, assignments and presentations.
Reflective practice was also exploited as a professional development process towards achieving
behavioural change®.

4 Manolopoulou-Sergi & Sifakis (2011), in Basic Training Material, Vol. B: Specific Part-English (2011), p. 47.
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Setting the Training Context

Training Institution

The MTP was organized by the Pedagogical Institute in 2011 (from June to December 2011) which
was the main training institution authorized by the Greek ministry of education to organize the
specific training programme. That period, the Pedagogical Institute® was the oldest research and
advisory state body which essentially contributed to the educational policy implemented by the
ministry of education. Its main aim was the submission of pedagogical proposals, advice and
recommendations to the minister of education on all issues of education, as well as the
implementation of the decisions made by the minister of education. One of its principal duties
was the design and implementation of training programmes for state-school teachers on new
curricula, new technologies, teaching methodologies, school management and other pedagogical
issues in order to improve the quality of primary and secondary education.

The Target Teaching Situation
The target teaching situation is defined by the ‘New School’ purpose and principles structured
around the new digital, innovative, multilingual and multicultural education in order to cover the
modern educational needs and challenges of the 215t century®. To this end, it exploits modern
teaching theories and follows a differentiated approach to learning towards the development of
humanistic values and basic skills related to the role of learners as future responsible citizens,
their active participation in social and cultural life, their collective social spirit, autonomous
action, environmental awareness, aesthetic experience as well as their positive attitude towards
lifelong learning.

Regarding foreign language learning, as clearly stated in Volume B of the MTP material
(2011, pp. 2-8), there is a focus on the development of learners’ cognitive, social and
communicative skills in relation to certain foreign language learning levels as defined in the new
unified curriculum for the foreign languages’ and as prescribed by the Common European
Framework of Reference for Languages (Council of Europe, 2001). In this context, the EFL teacher
needs to be constantly trained and informed about the new pedagogical approaches which
promote differentiated instruction, experiential learning, the cross-thematic approach,
intercultural awareness and educational technology. The teacher also needs to be familiar with
web resources and applications which can facilitate tremendously teaching, enriching the school
textbooks and creating conditions towards learners’ motivation. EFL teachers are encouraged to
take initiatives and become active course designers, developers and creators by reflecting upon,
revising, improving and adjusting the existing curricula to the actual language needs, learning
styles and preferences of their learnersé.

5 The Pedagogical Institute has been replaced by the Institute of Educational Policy since 2012 (http://www.pi-
schools.gr/pi_history/ ). In particular, the Institute of Educational Policy was founded in 2011 with the Law 3966 (Government
Gazette A’ 118/24-05-2011) functioning under the supervision of the Greek Ministry of Education, Research and Religious Affairs
to support and promote scientific research regarding current as well as future education issues, methods and policies
(http://www.iep.edu.gr/index.php/el/ ).

6 The ‘New School’ philosophy, purpose, principles and methods are extensively presented in the Basic Training Material, Vol. A:
General Part (2011), pp. 9-33.

7 Basic Training Material, Vol. B: Specific Part- English (2011), pp. 1-2.

8 Basic Training Material, Vol. B: Specific Part- English (2011), pp. 7-8.
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The MTP Purpose

The main target of the programme, as clearly stated in the basic training material®, was teachers’
professional development in a holistic way by building up trainees’ internal agenda, awareness
and attitudes through peer interaction. In particular, it aimed at facilitating EFL teachers in
making informed decisions for their classrooms that prioritise learning by becoming autonomous
and ‘open’ to experimentation and thus enjoying their teaching to the benefit of their learners.
The MTP was also conceptualized, developed and implemented on the basis of the ‘New School’
philosophy, as already mentioned, to provide trainees with specific training by promoting
innovative EFL teaching techniques and cross-thematic activities, differentiated learning, course
design skills and the integration of new technologies and arts into EFL learning (Strevens, 1974).
All in all, the MTP aimed to equip the trainees with innovative teaching/learning ideas and
techniques in order to teach young learners, aged between 6 and 18 years old, of different English
language competence levels studying in Greek state primary and secondary schools.

The MTP Participants: Trainers and Trainees

The MTP trainers were carefully selected on the basis of certain academic and professional
criteria. They had a long and remarkable teaching experience in both school education and
teacher training. They were also characterized by a rich academic background with a lot of
qualifications regarding ELT'® methodology, adult education and distance learning. The majority
of trainers had been state school teachers for decades or school advisors, which means that they
were very familiar with the target teaching situation and the ELT practice/routine of their trainees
in the Greek state-school context. In particular, school advisors are teachers with high academic
and professional qualifications officially selected and appointed by the Ministry of Education to
cover the educational needs of prefectures all over Greece whose responsibilities mainly include
in-service training of schoolteachers, evaluation of both the educational process and
schoolteachers, school teachers’ counselling and pedagogical guidance as well as remedial work
on their possible deficiencies (Tzotzou, 2014).

As far as trainees are concerned, they were in-service permanent! state EFL teachers, all
holding a university degree on English language and literature. Due to their previous university
English studies they had already developed their English language competence to a great extent.
They were characterized by a strong motivation for teaching and teacher training as they decided
to apply for an optional and extremely demanding training course which lasted almost six
months. Each group of trainees (= 20 trainees per group) could be characterized homogeneous
as the trainees were native Greek people with almost similar religious beliefs, common national,
linguistic and cultural origin, and a middle-class social status. However, there was some kind of
‘gender gap’ among the trainees (notable age differences) which naturally resulted in
considerable differences regarding their overall teaching experience. There were twenty in-
service state EFL teachers-trainees in each one of the groups who had to participate in both the

9 Basic Training Material, Vol. B: Specific Part-English (2011), pp.44-45.

10 ELT=English Language Teaching.

11 |n Greek state schools of both primary and secondary education, there are officially two main categories of teaching staff: a.
the permanent school teachers appointed by the Ministry of Education (either through written exams or on the basis of certain
criteria, e.g. previous teaching experience, social criteria, etc) to offer their teaching services continuously and b. temporary
school teachers who are employed on a temporary basis (about 8-9 months) every school year.
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contact sessions and the distance part of the course.

Analysis of the Course

The MTP content

The MTP aimed to present and promote the so-called ‘New School’ principles in classroom
practices as stated in Volume A of the MTP material (2011, pp. 9-33)%2. Initially, it offered general
professional training towards understanding the psychological and humanistic aspects of modern
education (e.g. team building, empathy, intercultural understanding) in its new social and
multicultural context. In this context, trainee teachers were triggered to reflect upon professional
issues of concern, both individually and in groups. Such issues included the impact and
consequences (intended and unintended) of different educational policies as well as practitioner
issues such as managing relationships with learners, colleagues and parents in the school
community as a whole.

Subsequently, it provided trainees with specific training in order to familiarize them with
innovative EFL teaching techniques and cross-thematic activities, differentiated learning
methods, course design skills and the integration of new technologies into EFL learning!3
(Strevens, 1974). To this end, the content was structured around both teaching experience and
practice focusing on the new unified curriculum for the foreign languages-EPS-XG curriculum
which includes concepts such as differentiated learning, educational technology, interculturalism
and multilingualism, experiential learning, integration of world knowledge, cross-thematic
approach to integrating art and environmental issues in the foreign language classroom™*. All
these issues were processed looking into ways by which they could be implemented in the EFL
classroom.

The MTP content, in alignment with the ‘New School’ principles, emphasized the
development of human values, growth in self-awareness and in the understanding of others,
sensitivity to human feelings and emotions, active learner involvement in learning and in the way
human learning takes place (Beaumont, 2005). Teaching was not seen as a simple technical
responsibility but as an inherent personal, ethical and moral matter and the role of values was
essentially recognized (Johnston, 2003; Mori, 2003). To this end, the course encouraged the
exchange of ideas and sharing of concerns by fostering trust, empathy and trainees’ emotional
involvement (Johari, 2006).

The MTP Process

The MTP was carried out on the basis of a blended model including three cycles of contact
sessions and a distance schedule of work (total duration: 200 hours)*>. Contact sessions included
experiential group-work and plenary discussions, a written exam as well as the design and
presentation of a microteaching while distance work comprised the study of materials, the

12 Bgasic Training Material, Vol. A: General Part, (2011), available at: http://84.205.248.3/images/stories/ebook-
epimorfotes/geniko-meros/1.%20tomos%20a%20geniko.pdf

13 Basic Training Material, Vol. B: Specific Part, May 2011, available at: http://84.205.248.3/images/stories/ebook-
epimorfotes/english/6.%20AGGLIKA.pdf

14 Basic Training Material, Vol. B: Specific Part-English (2011), p. 45.

15 See the Basic Training Material, Vol. A: General Part, (2011), p. 49 and/or the whole training schedule posted at:
http://www.epimorfosi.edu.gr/images/stories/progr_a_b/2.%20programma%20epimorfosis%20ekpaideutikon%20b%20thmia.
pdf
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submission of two written assignments, regular e-mail correspondence, trainer’ s support and
feedback reports.

More specifically, contact sessions included demonstrations, pair/group/plenary
discussion, workshops as well as microteaching (Ellis, 1986). Trainers demonstrated a particular
technique (e.g. jigsaw reading, role-play, group formation) by activating the trainees themselves.
They also invited trainees to work in pairs or groups using activity sheets in order either to carry
out a pair/group discussion (e.g. exchanging/sharing experience and opinions) or to prepare ELT
materials and lesson plans. After each workshop there was always a plenary discussion on ELT
issues, initially discussed in pairs/groups, with all the trainees together. These procedures were
enriched with video presentations and experiential activities such as classroom teaching, peer
teaching and microteaching (Ellis, 1986).

Other training activities, as put forward by Parrott (1993), included reading ELT texts and
course materials; watching ELT material through trainees’ involvement; speaking through
collaborative brainstorming by exchanging and comparing opinions, ideas, knowledge, beliefs,
assumptions and experience with co-participants in the task; writing through brainstorming
ideas, preparing and describing lessons/techniques; drawing diagrams and mind-maps; recalling
types of materials used in the classroom, learning methods and styles; producing materials for
classroom use and lesson plans; comparing two or more lesson plans, personal opinions and
experience with co-trainees; teaching by experimenting with New School philosophy and
approaches in actual ELT practice.

After each training activity there was always a feedback session in which pairs/groups
reported back their ideas (Wallace, 1991). A specific person of each group (spokesperson) was
nominated to make notes and present the conclusions of the group orally to the rest. Notes were
usually made on a large sheet of paper ‘posted’ on the wall (Woodward, 1992) with other groups
commenting or asking questions and after noting down the main points of the presentation a
‘plenary circle’ followed to facilitate a discussion as a whole (Parrott, 1993).

Last but not least, distance procedures relied upon principles underlying adult education
ensuring maximum flexibility regarding space, time and trainees’ special learning rhythms in
accordance with the methodology of distance education (Anastasiades, 2011). In particular, they
comprised the study of specially designed materials mainly produced by the Pedagogical
Institute, expert scientists in the field or even the trainers themselves, the submission of two
written assignments, e-mail correspondence at regular times, the trainer’s support and trainer’s
feedback reportst®.

Evaluation of the Course

The MTP content

The MTP managed to select and organize its content in a way which promoted experiential
training/learning and integration with lasting effects on the trainees’ teaching practice. In
particular, it exploited both personal input (personal experience) and external input (vicarious
experience, theory) through active experimentation, reflective and peer observation (Johari,
2006). Trainees worked out theories about teaching in practice, thus becoming able to develop
their personal theories of action (Clarke, 1994; Widdowson, 1984). Moreover, trainees gained in-

16 Basic Training Material, Vol. A: General Part, (2011), p. 59-60.
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depth knowledge and experience from specially designed reading materials, other teachers'
experiments (e.g. lesson plans, teaching proposals) and suggested bibliography on the literature
for further reading?’.

It focused on practical experience by activating trainees’ critical and autonomous ‘higher-
order’ thinking skills through analyzing, synthesizing and evaluating past and new knowledge on
ELT issues (Bloom, 1956). The printed and audiovisual training materials fostered teachers’
professional development in a holistic way by building up trainees’ internal agenda, awareness
and attitudes. As a result, trainees learned how to make informed decisions for their classrooms
that prioritise learning by becoming autonomous and ‘open’ to experimentation and thus
enjoying their teaching to the benefit of their learners.

The MTP was based on the assumption that teachers’ knowledge is inherently their own,
constructed by teachers themselves, and largely experiential. In this regard, theory informed
classroom practice only to the extent to which teachers themselves made sense of that theory.
In other words, the MTP situated learning about teaching within an experiential context and
developed in teachers ways of knowing and doing that represent the socially constructed,
perceptual, and interpretative nature of real teaching. Trainees were constantly engaged in a
process of sense-making, enabling them to not simply change what they do, but change their
justifications for what they do (Pennington, 1992). In this way, sense-making made theory
relevant for practice as teachers’ knowledge, whether theoretical or practical, conceptual or
perceptual, was understood and acted on within the context of real teaching (Johnson, 1996).
Consequently, teachers were not treated as consumers of theories but as ‘theorists’ (theory-
builders) in their own right (Clarke, 1994; Widdowson, 1984) being engaged actively in
experiential training through a practice-reflection cycle of activities (Ur, 1999).

In this regard, the MTP content was not rigid and static but flexible and dynamic. In fact,
it was built up progressively and ‘composed’ naturally by relying upon personal and vicarious
experience, critical reflection and the relevant EFL literature (Farrell, 1998; Ur, 1999). On that
basis, there was also integration of theory and practice which was achieved through sense-
making which made theory relevant for practice as teachers’ knowledge, whether theoretical or
practical, conceptual or perceptual, was understood and acted on within the context of real
teaching (Johnson, 1996). Teachers-trainees became legitimate knowers, producers of legitimate
knowledge, and capable of constructing and sustaining their own professional practice over time
(Johnson & Golombek, 2002).

The MTP Process
The MTP followed the E-R-O-T-I model of teacher training (O’Brien, 1981) as it was based on
experience, rationale, observation, trial and integration by aiming at the application of theory to
practice. Trial took place extensively by applying new ELT practices in the context of the training
classroom (peer interaction, microteaching) and integration took place in the ‘real’ classroom of
the in-service trainees in their schools.

The extended use of experiential practices involved the trainees in actual teaching
providing them with the opportunity to teach actual learners in their own classrooms and in
simulated practice through peer teaching and observation tasks mainly through microteaching.

17 Basic Training Material, Vol. B: Specific Part-English (2011), p. 44-106.
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Trainees were engaged actively in experiential training through a practice-reflection cycle of
activities (Ur, 1999) by being exposed to various models of teaching beyond the fiction that there
is one best way to teach (Roberts, 1998). Also, ‘loop input’ tasks, such as jigsaw reading and group
formation, helped them experience on their own new ELT practices and understand how they
can promote the ‘New School’ principles of collaboration and empathy.

It also followed the reflective model of teacher education (Wallace, 1991) as it allowed a
role for both the trainer and trainees in the process by most importantly emphasizing the
development of trainees’ own ability to reflect on their teaching through a variety of techniques
such as group-work, plenary discussions, reflection materials, assighments and presentations. In
particular, reflection enabled teachers to diagnose and understand their classroom contexts, put
their learners at the heart of the teaching-learning process, develop a rationale for their teaching
on their own and make informed decisions (Al-Issa, 2002). In each group, trainees were
encouraged to use their growing ‘knowledge base’ (Schulman, 1987) to identify problems
emerging in their school classrooms through ‘reflection-in-action’ and ‘reflection-on-action’
(Schon, 1983) and try to solve these problems through continuous reflection, professional and
critical inquiry into their own practices (Schon, 1983, 1987). In this way trainees reached new
understandings of purposes, learners, learning process, instruction and self and consolidated
these new understandings through strategies such as documentation, analysis and discussion
(Schulman, 1987) as they were actively engaged in the exchange of ideas and sharing of concerns
by fostering trust, empathy and their emotional involvement (Johari, 2006).

Through group-work (cross-over and pyramid grouping) trainees were involved in peer
interaction and reflective dialogues to access new information (Farrell, 1999). They were
provided with appropriate teaching material and reading resources working in supportive and
interactive small tutorial groups. The experiential activities carried out by tutorless groups raised
trainees’ self-awareness of past experiences, and current beliefs, practice and knowledge,
created opportunities for discussion with fellow trainees by addressing one’s practice, beliefs and
pressures affecting one’s work (Wallace, 1991).

Awareness-raising practices developed trainees’ conscious understanding of the
principles underlying EFL teaching and the practical techniques that teachers can use in different
kinds of lessons (Ellis, 1986). New understanding emerged from a process of reshaping existing
knowledge, beliefs, and practices (Johnson & Golombek, 2003). Hence, there was a shift from a
transmission model of teacher education (Fanselow, 1988) to a constructivist model (Roberts
1998) which views teacher education as ongoing engagement between received knowledge and
experiential knowledge (Wallace 1991). In this context, the trainers’ role was mostly to stimulate,
organize, coordinate, monitor, support and encourage both individual reflection and peer
observation on EFL teaching practices in a collaborative context.

In the MTP, art/craft conceptions of teaching predominated over any prescribed sets of
teaching skills or general teaching methods. Trainees were stimulated to discover things that
work through a process of decision-making, reflection, analysis and assessment (Freeman &
Richards, 1993). Teaching was seen as an essentially individual undertaking in which trainees
were invited to take initiatives and become active course designers, developers and creators by
reflecting upon, revising, improving and adjusting the existing curricula to the actual language
needs, learning styles and preferences of their learners. The art/craft approach of
conceptualizing teaching was also accompanied by a philosophy conception of teaching based on
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values as the MTP emphasized the development of human values, growth in self-awareness and
in the understanding of others, sensitivity to human feelings and emotions, active learner
involvement in learning and in the way human learning takes place (Beaumont, 2005).

Last but not least, the MTP was trainee-centred allowing trainees to have control over the
purpose (product) and the form (structure) of their training. The MTP process emphasized the
development of trainees’ own ability to reflect on their teaching (Bartlet, 1990; Mann, 2005)
through a variety of experiential techniques such as group-work, plenary discussions, reflection
materials, assignments and microteaching (Ellis, 1986). Reflection was a means of investigating
teachers’ beliefs, cognitive processes and decision-making practices (Borg, 2003). As Roberts
(1998) argues, development is only possible through a process of reflection, self-monitoring and
self-evaluation. These processes are ‘the only possible basis for long-term change’ (Roberts 1998:
305). A number of studies have also demonstrated that more reflective teachers are better able
to monitor, make real-time decisions and respond to the changing needs of learners than less
reflective teachers (Mann, 2005; McMeniman et al., 2003; Yost et al., 2000).

Conclusion
In the course of the MTP, teacher education was not seen as an individual endeavour, but rather,
as a process that was anchored in a reflective training model, where knowledge was created
through an interactive and consensual interpretation of shared reality. Trainee teachers were
given opportunities to reflect on and co-construct professional knowledge with their colleagues.
Reflection enabled the trainees to critically evaluate methods and techniques through
experimentation and trial as well as to embrace and integrate the ones conducive to the
effectiveness of their teaching practices and to their developing into reflective practitioners. The
trainees experienced new ELT practices, constructed and owned by the trainees themselves, by
forming clear conceptions of the principles underlying ‘New School’ procedures and being able
not only to apply these principles but also to create further practice (Richards, 1990; Ur, 1996).
To conclude, the MTP was the first innovative training course in Greece which stimulated
trainees to discover things that work through a reflective process of decision-making and situated
learning about teaching within an experiential context (Freeman & Richards, 1993). Through its
innovative content and process, it developed in trainees ways of knowing and doing that
represent the socially constructed, perceptual, and interpretative nature of real teaching, a
‘multi-dimensional awareness’ and the ability to apply this awareness to their actual contexts of
teaching aiming at a long-term effect of the specific training and knowledge input (Tomlinson,
2003).
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Abstract

The present paper provides a brief historical review of lifelong learning development in the
Russian Federation, identifying key developments and texts from the nineteenth century
onwards. Further, the main approaches to understanding and implementing lifelong learning are
reviewed, along with the basic models of lifelong education provision in Russian universities in
the context of a globalized economy and the Bologna process. The development of research in
Higher Education, as well as of networks of education institutions and industrial enterprises are
highlighted as an important component of the lifelong learning system evolution in Russia. The
paper also briefly reviews a case study of a research and education network, depicting that the
main parameters of the networking activities that promote lifelong learning pertain to the
exchange of information, collaborative expertise, and provision of open educational programs.
Keywords: Lifelong Learning, Continuous Education, Non-Formal Education, Formal Education,
Vocational Education, History, Higher Education, Networks, Russia.

Introduction

The historical analysis of relevant literature concerning the Union of Soviet Socialist Republics
(USSR) indicates that practically until the 1970s the field of lifelong learning was not a subject of
thorough theoretical and methodological research. Nevertheless the ideas of human-centered
education and training, of creating the "true human being", as propagandized by V.G. Belinskiy,
K. Ushinskiy and N. Pirogov in the XIXth century, largely influenced the Russian education system,
which has gradually evolved to be more focused on the challenges of lifelong learning,
emphasizing that life demands constant development of human abilities only to be achieved
when learning becomes an intrinsic need.

In effect, we can trace three basic tenets in relevant literature concerning the emergence
of lifelong learning. Firstly, a number of Russian authors, namely A. Darinsky and G.A. Jagodin,
have pointed out that the concept of lifelong learning can be originally traced in the works of
ancient Chinese and Indian scholars, while later on it was reflected in the ideas of J. Comenius, F.
Voltaire, and J.J. Rousseau. It should be also noted that in the works of A. Darinsky and G. Yagodin
there is reference to the necessity of ‘studying every five years if individuals do not want to lag
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behind’ (Darinsky, 1972; Yagodin, 1986). Proponents of the second tenet assume that the
emergence of the concept of lifelong learning is closely interconnected with the realities of the
modern era, characterized by active development processes in all spheres of socioeconomic life
(Osipov, 1989). Finally, representatives of the third tenet consider that although the concept of
lifelong learning exists for quite a long time, the practices around it have rather recently gained
attention. Among the Russian scientists who adhere to this view are Vladislavlev (1978),
Zinchenko (1991); Onushkin (1989).

In the following sections we will therefore conduct a brief historical review of lifelong
learning development in Russia.

Brief History of Lifelong Learning

The first Russian educationalist to develop a theory of adult education, as an integral part of
lifelong learning, was Vakhterov (1896-1924). He presumed that only under an integrated lifelong
learning provision by Sunday schools, knowledge update courses and public libraries there could
be ensured a wide range of educational activities for all individuals. His ideas were explicitly
expressed in the brochure "Sunday rural schools and reception courses" (Vakhterov, 1896a), as
well as in the book "Out-of-school education" (Vakhterov, 1896b).

The movement for adult education back in those years was self-regulated. By the
beginning of the XXth century around 80 Sunday schools and more than 500 evening courses for
workers had been established, thanks to active public support. Sunday schools became an
alternative to state schools, where education was provided in accordance with wider public
needs. Furthermore, Sunday schools substantially contributed to the development of a
humanistic approach to lifelong learning and to the promotion of "teacher-student" relations.
However, in 1862 they were closed down by a governmental decree, due to "pestilential
doctrines, outrageous ideas, slanted interpretation of proprietary right and atheism, which were
transmitted under the guise of literacy" (Vershlovsk, 2007).

Charnorusky (1865-1941), a renounced Russian educator of the time, extensively
investigated the interrelations between the government, local authorities, civil society
organizations and private sector initiatives in adult education. He presumed that the government
should further promote education by legislative means, as well as by providing greater flexibility
to private sector initiatives. This, he posited, could largely contribute to the democratization of
public life, fostering a "solid foundation for complete free and wide development" of public
education (Charnorusky, 1909).

Hence, what should be particularly noted is the significant role played by private
entrepreneurs in promoting lifelong learning in Russia. It was indeed their charitable contribution
that enabled the implementation of Sunday and evening male and female classes, free libraries
and reading rooms back in the XIXth century, while in 1908 the first public university was
established in Moscow sponsored by the Exchequer. The institutionalization and the widening of
adult education (libraries, clubs, associations) provided individuals with an opportunity to take
the first steps towards personalized lifelong learning schemata, mainly for personal development
and self-consciousness enhancement, transforming their perceptions both of themselves and of
the world around them. Actually, adult education did not coincide with vocational training at that
time.

The beginning of the Soviet period was marked with a wide-scaled provision of adult
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education initiatives. Mass literacy was achieved by means of out-of-school education, such as
public universities, workers™ faculties, recreation centers etc. Yet, the attitude towards the role
and functions of adult education were not homogeneous. Shortly thereafter the concept of adult
education, which before the revolution used to encompass the humanistic ideals of the
Enlightment, was displaced by the Bolshevists’ viewpoint. Consequently, the term "out-of-school
education" was altered to contain political awareness-building. The state and leading party
control of out-of-school education led to the debilitation of social agents and the loss of
educational independency. The harsh ideologization of education led to the degradation of its
humanistic dimensions, transforming it into a tool for tackling social and economic challenges.

Nevertheless, the interest in adult education concerning literacy programs was not
diminished. On the contrary, in 1931, Thorndike’s et al. (1928) work was translated into Russian,
while the first Russian didactic manuals summarizing existing experience in adult education made
their appearance (Golant et al., 1930). Adult education as social, political and cultural knowledge
obtained therefore pedagogical status under a complex interdisciplinary approach grounded on
the premise that an adult should be taught “adultly”. Also, in 1947, the association "Znanie" was
established upon an initiative of scholars, continuing the tradition of pre-revolutionary education
of intelligentsia. Notwithstanding that the activity of the association was strongly ideological, it
also addressed professional and leisure needs of citizens.

However, it was during the scientific and technical revolution of the sixties and seventies
that a massive investment in knowledge took place in the Soviet Russia. The new social and
economic situation highly influenced adult education, as well. From 1960 to 1970 the number of
workers involved in different kinds of secondary vocational education increased from 9,8 to 18,7
million. Moreover, a network of advanced training institutes affiliated to universities and
enterprises was developed, while public universities also gained popularity in the mid-seventies
— with more than 10 million people enrolled (Vershlovski, 2007).

At the same time, a wide public discussion on lifelong learning was initiated. Experts and
scientists from different fields, such as heads of enterprises, sociologists, philosophers,
psychologists and teachers took part in the debates on the prominent role of lifelong learning in
the social and economic development of the Soviet Union. They emphasized that education not
only prepares individuals to adjust to the changing conditions of labor, but it also shapes social
culture and personal attitudes. Hence, the concept of lifelong learning was forwarded to
accommodate the necessity of mass advanced and/or compensatory-adaptive education and
training. To this end, several structural adjustments in the adult education system emerged; the
provision of educational programs in traditional educational institutions was replaced by the
implementation of specialized institutes in order to provide professional retraining with due
regard to social changes and psychological individualities. It is thus evident that these new
realities left little room for a comprehensive humanistic development of lifelong learning.

Furthermore, the serious social and economic developments in the eighties and nineties
generated new challenges for the lifelong learning system. The defined as "new industrial" (Bell),
"technotronic" (Galbreith), "high technology and informatics" (Toffler) society, growing rapidly
along the material achievements of contemporary civilization, gave rise to a number of social,
political and ethical problems which to a certain extent pertain to modern Russia, as well. The
loss of control over social processes and the inability to implement long-term strategies because
of the penetration of global financial markets to all aspects of human activity, led to reconsidering
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the aims and functions of lifelong learning. Just like before, the true purpose of lifelong learning
was to assist human adaptation to the altering socio-economic conditions. However, the distinct
challenges of late modernity made scholars and politicians reinterpret the demands addressed
both to individuals and to education. While the scientific and technical revolution urged human
resources to pursue their professional functionality and advancement through lifelong education
and training courses, the post-industrial society intensified as well the impetus of human
adaptation to ethnically and linguistically varied surroundings.

Consequently, the boundaries of adult education overcame the professional sphere,
establishing new trends for lifelong learning, which was not restricted any more to the labor
force, but addressed the whole population, including senior citizens and retirees. The
participation of seniors in lifelong learning has actually provided them with additional
possibilities in coping with social isolation and keeping active throughout retirement. These
developments have been reflected in the Russian lifelong education system through the
establishment of the Public school for senior citizens in St. Petersburg in 1998, as well as through
the provision of multiple educational programs on legal matters, healthcare, foreign language
learning in different regions of the Russian Federation (Litvinova, 1999).

Yet, alongside the above programs, there has also been a substantial increase in the
number of innovation-oriented enterprises, catering for the training of their employees in line
with the needs of contemporary production, taking place in specialized institutes of advanced
education and training affiliated to universities. This has led to the emergence of new forms of
enterprises known as "learning organizations" which have been mushrooming around the
country. Learning organizations promote organizational learning in order to be able to
reciprocate with the environment and enable their employees’ continuous personal and
professional advancement. The first Russian learning organizations referred to as ‘corporate
universities’ appeared in the affiliated enterprises of "British American Tobacco", "Mars,
Motorola" and "Coca-Cola". Later on, the implementation of corporate universities became
widely-spread and was embraced by almost all large companies, such as “Norilsk Nickel",
"Magnitogorsk Iron & Steel Works", "Rosgosstrakh," "MTS", "Vympelkom", "Wimm-Bill-Dann
Foods", "VTB Bank". Nowadays, there exist more than 30 corporate institutes in Russia.

It is thus evident that the global social and cultural changes have led to the emergence of
a totally new approach to lifelong learning. Freedom and responsibility are the two key terms on
which contemporary education systems are based, whilst the lifelong learning concept has
provided the context for the interconnection of formal, informal and non-formal education.

Evolution of the Lifelong Learning Concept
Research in Russia around the concept of lifelong learning and its contemporary apprehension
was intensified in the sixties, based upon the results of previous research both in the country and
internationally. The starting point of lifelong learning research was the works of British scholars
in the first quarter of the XXth century, drawing on the compensatory character of adult learning
and on its contribution to knowledge update. Later on, in the late fifties lifelong learning was
perceived to organically combine vocational and general education, whilst including self-
education as well (Hartung, 1966; Kidd, 1966).

The humanistic dimension in the interpretations of the time were evident in relevant
literature, focusing on lifelong learning for the development of the human being, for which
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optimal conditions throughout a person’s lifetime should be fostered (Correa, 1973; Darinskii,
1972; Durko, 1982; Elliott, 1969; Legrand, 1970; Shukla, 1971; Sukhodolski, 1972). Hence,
research of this period was mainly phenomenological, drawing on the evolution of the lifelong
learning concept, the need to develop a unified concept, and on the impetus to form a new
holistic educational system. An integral component in the development of the lifelong learning
theory was the holistic concept of «Global Vision», according to which all structural parts of the
human civilization are interconnected and interdependent. Yet, it is the human being that lies in
the heart of all processes in the world.

Coombs (1968) was the first scholar internationally to refer to the existence of an
educational global crisis, which lay in the gap between the established education systems and
the rapidly changing conditions in society. Thus, in the 1970s there were the first attempts to
provide a generalized description and definition of lifelong learning. In 1972 the report of the
Faure Commission was presented to UNESCO, which incorporated the basic concepts about the
structure of adult education, the vertical and horizontal integration of all learning forms, self-
education, and the versatile development of personality. It is actually in the UNESCO reports that
the term "lifelong learning" was firstly mentioned (Shukla, 1971). Henceforth, the objectives,
attributes, ways and conditions of the implementation of lifelong learning became the subject-
matter of methodological inquiries. During this period R.H. Dave (Dave, 1973) delivered a list of
characteristic attributes of lifelong learning:

- education and learning do not end with a diploma, but are processes that last for a
lifetime;

- lifelong learning begins within the family;

- lifelong learning as a system evolves in response to the demands and requests of society;

- lifelong learning aspires to continuity and integration at each stage of human life;

- lifelong learning is characterized by flexibility and diversity of contents, tools, methods

and training time;

- lifelong learning serves as an organizing principle of all education.

At the same time, in the USSR, in the context of rebooting the ruined national economies,
there emerged a strong mandate for tackling the lack of education among young people who had
left school during the Second World War. According to Jozeph Zajda:

“During the 1950s adult education had a very concrete meaning, referring to evening
school (vechernye shkoly) and correspondence schools (zaochnye shkoly). The term
became more obscure with the emergence of the concept of “continuing education”
(nepreryvnoe obrazovanie) in the 1960s and 1970s.”

(Zajda, 2008).

In 1969, an Evening Research Institute, as well as correspondence secondary education
were founded within the framework of the Academy of Pedagogical Studies. The main goal of
the Institute was to develop a theoretical basis for the education of the working youth. In 1970
the Institute was transformed into a Research Institute for general adult education. The head of
the institute, Darinskii A.V., focused on the development of pedagogy alongside professional
training via the combination of research and practical activity and not through a "cabinet
approach" (Darinskii, 1972). This comprehensive methodological approach prescribed the
necessity of analysis of the labor force and working conditions, of their dynamics and perspective.
The research agenda provided for the interconnection of pedagogical studies with sociology and
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psychology, so as to investigate the education of adults in the wider psycho-social context
(Vershlovski, 2007). This integrated research agenda delved into the pedagogical and didactic
problems encountered in adult learning, as well as in the organizational challenges in out-of-
school education (Bushli, 1962; Darinskii, 1970). In this regard, L.N. Lesokhina developed a
framework for the update and actualization of moral values in the process of adult education,
according to which problematic teaching should be reoriented to address a wide range of issues
affecting deep personal aspects. Problem identification was interrelated to subject-specific goals
and contents, enabling adult educators to set the problems encountered against specific
contexts, as well as to transform their views and approaches through interactive discussion
(Lesokhina, 1976).

The above theoretical assumptions and empirical research created the context for
perceiving lifelong learning as a multi-factorial field, affected by social, psychological,
organizational, pedagogical, methodological, and technical factors (Darinskii, 1975). Researchers
in the field acknowledged the necessity to investigate the diversity and heterogeneity of these
factors and to determine their influence on lifelong learning, giving rise to a number of new
studies on the psychology and sociology of adult education, as well as on acmeology? However,
until today there has neither been a comprehensive historical and theoretical analysis of the
lifelong learning phenomenon, nor an overall definition of lifelong learning. Some researchers
considered continuity as the overarching principle of "lifelong learning"”, defining it as the
organization of educational practice providing systematic knowledge and skills update which
does not end with the beginning of a professional career, while Vladislavlev (1978) and Darinskii
(1972) perceived lifelong learning as the system of educational establishments providing
education and training to citizens. It is thus apparent that in the sixties and seventies adult
education became the focal point of research in Russia. Yet, definitions are still under scrutiny,
with the term "pedagogics for adults" being the most widespread.

In the eighties, the attention in developed countries was concentrated on the process of
implementing the concept of lifelong learning in real life, an endeavor which was reflected in
relevant literature. The features distinguishing research at this time were pluralism and an
attempt to capture the innovations in the field of education, as well as to align with the diverse
public needs and problems encountered in all aspects of contemporary life (Busshoff, 1981;
Hilton, 1981). During that time, multiple projects were launched in Russia aiming to elaborate on
the concept of lifelong learning, which started to be considered as the most important resource
of public and personal development. New phenomena, such as the collapse of the Soviet Union,
the fall of the Iron Curtain, the Perestroyka, active development of the market, decentralization
of management in educational institutes, low levels of literacy and the commercialization of
education, actually turned lifelong learning into an essential means in transforming society,
economy and individuals.

As highlighted by Zinchenko (1991), the critical point in the development of the lifetime
learning concept in Russia was 1979, when a symposium on "Psychological-pedagogical
challenges of lifelong learning” was held in Moscow. By 1989 the concept of lifelong learning was
well-established under the guiding principle that learning throughout life is integral to human
growth. Lifelong learning was perceived to be comprehensive in extent, individualized in time,

2 The science studying laws and mechanisms of development of the person during its maturity
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speed and orientation, providing to everyone the chance to follow individual pathways to
education and learning (The concept of lifelong education, 1989).

It ought to be noted again that in the Russian scientific context there has not been
reached an agreement on the definition of lifelong learning. As mentioned above, some scholars
consider continuity as the overarching principle of lifelong learning, while others perceive lifelong
learning as a system of educational establishments. Filippov (1982) investigated lifelong learning
as a need for personal development, outlining that lifelong learning does not come down just to
increasing general and professional knowledge level, but embraces such issues as the promotion
of culture among working class in a most general sense, the enrichment of citizens’ political and
cultural horizons, along with the contribution to economic development. Gershunsky (1987)
presumed that lifelong learning should be considered as the aggregation of methods, ways,
means and forms of obtaining, enhancing and extending main education, social maturity and
professional integrity, developing an aesthetic attitude and enriching human culture, either
through self-education or in educational establishments of any form. Verbitsky (1986), on the
other hand, focused on the understanding of the continuity principle, while he emphasized that
lifelong learning tends to be limited to the education of employees on a periodic basis. To evade
this restriction, he suggested that the term "qualification" should be extended to pertain not only
to the obtained diplomas and degrees, but also to the level of integrity and expertise, and to the
ability to solve specific professional and social problems. He further advocated the need for self-
education which relies on the development of a positive cognitive attitude and motivation to
learn (Verbitsky, 2012).

The above efforts for the development of a deeper understanding and an integrated
approach to the concept of lifelong learning were mainly based on the comparative analysis of
data from a wide range of research and practices in the educational sphere. According to
Vershilovsckiy (2007), contemporary conceptualizations of lifelong learning have been mainly
grounded on:

- research on the different kinds and forms of education as means of social protection of

different groups of the population: handicapped, unemployed, women, senior citizens,

immigrants and refugees;

- results of experimental work on innovative multifunctional adult education centers -
AEC;

- studying of socio-economic and cultural problems around lifelong learning;

- sociological, psychological, pedagogical aspects of higher education, as a branch of

lifelong learning;

- international literature reviews on lifelong learning;

- analysis of teaching methodologies for adults and particularities of the role of the adult

educator;

- special aspects of humanitarian studies for adults.

At the same time, four main types of social change have been determined - local, regional,
national, global - which lead to the transformation of contents and structure of educational
provision. Furthermore, the study of several socio-economic issues has revealed the complex
nature of research on adult learning and urged the development of lifelong learning schemata
adjusted to the Russian reality. This socio-economic analysis has actually enabled researchers to
reconsider and overview the role of lifelong learning. From a process of updating knowledge, it
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has been transformed into a process of "lifelong qualification" building, whilst researchers have
realized that lifelong learning research cannot be conducted strictly within the framework of
pedagogics; it requires an interdisciplinary approach with involvement of scientists from different
disciplines, such as sociology, economics, philosophy and psychology. This has enabled a wider
conceptualization of lifelong learning, while it has surfaced the contradictions encompassed in
the concept.

For instance, one of the main aims of lifelong learning has been the development of
functional literacy® by all individuals. However, research has indicated that in reality not all
people are able to develop their functional literacy. According to Lesokhina (1976), the lower
one’s educational level is, the less he or she may be actively be engaged in lifelong learning, as a
"self-defense" reaction, whereby adhering to the traditional culture, stability and integrity of
moral and ideological stereotypes. Also, there has been an explicit demand for student-centered
approaches to develop both professional expertise (ability to solve professional problems on the
basis of obtained knowledge) and communicative expertise (cooperation beyond the
professional sphere). This calls for methodologies that do not rely on sheer transmission of
knowledge and skills but on the creation of such situations that may promote self-education and
self-analysis, so that learning can bring about changes in personal experience, transformation of
motives and goals, and critical perception of one’s expertise, demanding continuous efforts for
personal development (Dobrinskaya, 2000).

Consequently, by the end of the XXth century, research in Russia had introduced new
andragogical approaches to education, fitted to the characteristics of adults as subjects of the
educational process. Nevertheless, it is rather premature to claim that the field of lifelong
learning has been exhaustively investigated both methodologically and theoretically, while its
objectives need to be more profoundly specified. One of the considerable disadvantages of the
concept, often resulting in limited effectiveness of the educational interventions, is the fact that
the educational characteristics and patterns revolving around lifelong learning have been vaguely
specified; i.e. contribution to humanism and democracy, learning for personal development,
flexibility and transparency in educational provision, integration of educational structures and
stages, etc.; yet, the methods, conditions and attributes of their implementation have not been
clearly determined.

Current State of Lifelong Learning
The major developments in lifelong learning in the early 21st century were largely defined by
Russia's accession to the Bologna process in 2003, as well as by the trends in the socio-economic
progress of the country. Russia's participation in the Bologna process has been a catalyst for the
modernization and reform of the Russian education system and also for the enhancement of its
export potential. In general, the interaction with European universities in the framework of
creating a common scientific-educational space has greatly contributed to maximizing the
potential of innovation development in the country (Grudzinski, 2009).

On these grounds, the recent outcome of the implementation of the state policy to
reform the system of education in the country has been the enforcement of the Federal law "On
education in Russian Federation" (N 273-FZ, adopted by the State Duma, 2012), integrating both

3 The ability to solve arising problems in different spheres on the basis of practicable knowledge
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general provision and the provision governing the individual subsystems of education (preschool,
general, secondary, vocational, higher). The first of the priorities put forward is the integration
of the Russian education system in the global educational market; the second one is its variability
on the basis of the adopted Federal educational standards; the third priority calls for the
modernization of the education system, taking into account the accumulated innovations in the
educational sphere. In the explanatory note to the bill it is emphasized that this document is
aimed at the creation of those legal conditions which will enable the renewal and development
of the Russian education system in accordance with the modern needs of people, society and the
state, the needs of an innovative economy development, and the international obligations of the
Russian Federation, while at the same time it aims at ensuring stability and continuity in the
development of the education system and its legislative framework (Demidov, 2012).

Zhukova (2015), in her review of the regulatory framework for reforming the Russian
education system, has noted that the documents of normative and programmatic nature are of
great importance in determining the ideology and priorities of state policy. Yet, the effectiveness
and success of the implementation of the state policy in education is largely determined by the
understanding of its positive orientation, as well as by the support and active participation of
wide layers of society: professional communities and citizens as the main consumers of
educational services, heads of educational institutions, and regional education authorities.
However, the implementation of the state policy for reforming the system of education in Russia
presents significant flaws and contradictions. Firstly, the uncertainty of the legal status of legal
documents is quite problematic itself, as these documents are rather declarative; there are no
specific deadlines for their realization and responsibilities for the implementation of fixed
measures for individual bodies and local governments. Actually, the correlation of the content of
the National doctrine, Concepts, State programs, Federal target programs, projects and national
initiatives implemented, as well as the priority of their execution, are completely unclear.
Furthermore, there is a serious issue in cases when the implementation period of the
programmatic document has not been completed and the assessment of its results has not been
conducted, and yet this document is replaced by another setting new goals and objectives. The
actual problem is the insufficient legal and methodological development of strategic educational
planning at all levels of the hierarchy. The dominant issue pertains to the assessment of the
effectiveness of the state programs implemented, requiring the elimination of flaws in the
existing formal assessment institutions, as well as the improvement of the mechanisms of
evaluation (Zhukova, 2015).

Despite however the existing problems, the attempt to modernize education has led to
significant changes in the structure and nature of the education system. It has become more
open, accessible, massive and student oriented. During the first years of the 21st century the
number of universities has significantly increased. In 2012 there were 1046 universities, out of
which 58 % were public and 42 % were private. Since 2009-2010, the trend of increasing the
number of universities (with the parallel decline in the number of preschool and general
education establishments) was subverted. In 2013-2014 the number of higher educational
establishments was reduced to 969. The main types of higher education institutions in Russia
include universities, academies and institutes; it should be noted that in 2012, 69.8 % of the
student population were enrolled in universities.

The analysis of the educational provision of higher education institutions in the Russian
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Federation shows that lifelong learning initiatives are implemented via various types of activities
(educational, scientific) and different organizational forms: work-based learning, professional
development, scientific societies, graduate and postgraduate courses, doctorate degrees, etc.
(Dorozhkin et al., 2014; Kondratyeva, 1989; Solodova, 2014; Testov, 2012; Zagvjazinsky, 2012,
2013). In addition to the traditional forms of training — intramural and extramural — there have
also appeared some new approaches: part-time (3-4 days a week in the evening) and distance
education patterns for the students receiving second higher education (3.5 years).

It is noteworthy that the number of full-time students in higher education has been
reduced over the last decade from 3104 thousand in 2002-2003 to 2721 thousand in 2012-2013.
Also the number of students studying in part-time schemata has decreased from 346 thousand
to 230 thousand. However, the number of students, receiving distance higher education, has
increased by 27%. — from 2400 thousand to 3052 thousand. The growth of distance part-time
higher education has actually extended the enrollment of students, allowing them to get a higher
education degree remotely, continuing thus to work and without being compelled to move.
However, it is assumed that the distance education programs provided are largely characterized
by lower quality (Nikolaev, 2014).

According to the Ministry of education and science of the Russian Federation, nowadays
every second school graduate is guaranteed a chance to go to a university; during recent years,
against the background of demographic decline, these chances have become even greater. For
instance, today 75% of high school graduates are enrolled in universities in contrast to the 25%
in the mid to late 20th century. The particularly high competition in certain institutions is mainly
associated with their high reputation rather than with a shortage of places. In total, in 2012, the
proportion of the population who had completed secondary, post-secondary, vocational, higher
and postgraduate education, is considered to have been one of the highest in the world, equaling
5% and outreaching all OECD countries. However, the amount of expenses on the maintenance
of educational institutions has remained relatively low, which has brought a significant negative
impact on the quality of the education provided.

The system of lifelong learning in contemporary Russia thus consists of various structures
of retraining and skill improvement, in the framework of which the trainee may pursue both
his/her professional and personal development (Dorozhkin et al., 2014; Kondratyeva, 1989;
Solodova, 2014; Testov, 2012; Zagvjazinsky, 2012, 2013). The challenges comprised in the
provision of lifelong learning opportunities for all citizens are as follows:

- training, retraining and reorientation of employees with consideration of the altering,

fluctuating and increasing demands of the labor market for knowledge, skills, abilities and

professional expertise;

- democratization of society;

- optimizing of working conditions;

- equal opportunities for empowerment.

It can be therefore assumed that in recent years there has been a positive trend in the
involvement of adults in learning, while the system of continuing education has experienced
significant changes. The active integration of formal, non-formal and informal components of the
educational provision has greatly contributed to this process. An increasingly important role in
the processes of lifelong learning is played by both non-formal (courses, training, short programs
that can be offered at any stage of education and/or professional career) and informal
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(spontaneous learning occurring at any place) education, which is realized in the context of self-
education in a rich cultural and educational environment (Zmeev, 1999). Albeit formal education
is completed by the issuance of a recognized certificate or diploma, non-formal education,
whether taking place in educational establishments or public organizations, clubs and hobby
groups, or during individual lessons with a tutor or coach, is usually not accompanied by the
delivery of certification. As Maslova (2014) outlines, non-formal education is not accompanied
by a certificate entitling the graduate to be engaged in some professional activity. Usually, such
education is connected with amateur classes, with the desire to broaden ones’ understandings,
knowledge and skills either for professional or personal reasons. As far as informal education is
concerned, Russian researchers tend to consider it as a socially-oriented, dynamic, open, mobile
element of the system of professional and/or personal development that may be largely
responsive to the needs of adults. It may actually act as an independent and/or additional form
to formal education, catering for compensatory educational provision (Roiblatt, 2013).

Below there are provided some examples of implementation of non-formal and informal
educational projects in various educational fields in Russia.

Non-formal & Informal Learning Projects

As example of non-formal education can be considered a set of programs addressed to teachers
with the aim to contribute to the improvement of their professional skills. They are delivered in
vocational development institutions or in the form of annual competitions: teacher of the year,
best school of Russia, best in-service trainer, educational festivals, teachers' pedagogical reading,
innovative pedagogical marathons, educational retraining, a modern school leader, corporate
training, etc. (Kopnov, 2015). It is noteworthy that these initiatives are completed with the
issuance of relevant certificates, in connection with the implementation of a new policy
concerning teachers’ portfolios (Makarenya et al., 2011). In this respect, there is an example of
an in-formal learning program that should be also outlined. It concerns an innovative Russian
system of certification, based on software products "1C: Enterprise" (2013), motivating trainees
to learn as this may increase their attractiveness in the labor market due to the issuance of a
certificate that validates their learning.

The first University for non-formal education in Russia has been implemented under the
project "Biryusa 2015". The University aims to help young people develop relevant competencies
for leading successful lives at present and in the future. Under conditions that simulate
production, students are taught leadership skills by being in the role of leaders of medium
businesses and using the principles of the world championship on business management, “Global
Management Challenge” (2015). Furthermore, Togliatti State University (TSU) became the
winner of the first competition in the world of massive open online courses (MOOCS), receiving
the EdCrunch Award 2015. The University won the competition in "additional informal
education", presenting a course intended for teaching staff at all levels of education who wish to
improve their general user ICT competence and media literacy (Miheeva, 2015). The idea and the
final course program were determined by the UNESCO recommendation on the "Structure of ICT
competence of teachers". During studying the students may improve their computer skills, learn
to work with software tools, online resources and tools for creating educational and didactic
materials, acquire the ability to apply digital photography, video shooting and audio recordings
in educational activities, etc. The program has been running since July 2014. About 2,000 trainees
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have participated during this time, while 114 of them passed the final examination (Tomsk State
University).

In March 2015, the program «in-service trainer» in WorldSkills Russia was implemented
in the Ural Federal District with the aim to introduce new and effective teaching tools and
technologies that may enhance the training level of in-service trainers, actively engaging trainees
in professional work. The project also involved the comprehensive assessment of the scope of
secondary vocational education and training (VET) and comparative analysis of professional skills
contests in the Russian regions with the aim to identify existing organizational and competitive
challenges (Kopnov, 2015).

At the same period, "the week of informal education" was held in Irkutsk, and over two
thousand people took part in its various events: lectures, workshops, educational hours,
educational seminars, promotions, creative workshops, and concert programs — in total more
than 250 events were held on different venues of the city. Work at the sites revealed the
immense potential of learning for people of all ages and social status. Participants learned how
to gain new skills and knowledge, to improve their cultural level and to spend their leisure
creatively. For instance, they attended master classes in craft and needlework, in dog training
and in animal care, in yoga and healthy lifestyle, in international communication, in
environmental games, in Alpine skiing, in intellectual games. "The Week of informal education"
was firstly held in 2013 as part of the educational non-profit project "Irkutsk is a learning city".
The project ever since has aimed at promoting educational activities for the residents of the
regional center, at the identification of new educational resources, at the involvement of citizens
in new forms of education and at improving the quality of life for inhabitants. Two years of project
implementation counts about 1.5 thousand of workshops, lectures, training sessions, which were
attended by over 18 thousand people (IrkutskMedia.ru).

The so-called open universities can also serve as examples of non-formal education in
Russia. In 2012, there were 14 open universities in Moscow, St. Petersburg and other cities. The
prototype of the modern Russian open university is the Moscow City People's University named
after A.L. Shanyavsky, established in 1908. It was accessible to everyone, as to enter it one did
not need any certificates or documents, except his/her identity card. The mere purpose of the
University was to enable "men and women, Russians and non-Russians — anyone who wants to
learn" to obtain knowledge (Five Corners). Yet, not all of the 14 open universities today are
accessible to all citizens. The closest in essence to the first open university are the Perm Open
University and Petrozavodsk Open University, delivering lectures on different topics for different
audiences. The example of these universities was also followed by the Moscow State University
(MSU), Pirogov Russian National Research Medical University (RNRMU), Russian State Vocational
Pedagogical University (RSVPU) and many others which implement a cultural and educational
project named "University Saturdays" for city residents. Finally, an innovative type of open
university appeared in 2013 in Izhevsk, whereby citizens established the Association for City
Development (ARGO), which is a platform for civil interaction between key urban communities
in order to promote the city's attractiveness and improve the quality of life of citizens. One of the
main directions of the ARGO activity is the implementation of educational programs aimed at the
development of social capital. In addition to the public lectures, the organizers involve residents,
Russian and international experts in the implementation of joint socially significant projects that
may enhance social interaction.
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In light of the cases presented above, it can be thus claimed that non-formal and informal
education in Russia is becoming more and more widespread and popular within the context of
the lifelong learning development.

Modern Understandings of Lifelong Learning

It is widely accepted that the level of professional expertise on one hand and the level of
individual development on the other, determine the degree of economical and social
development in a country. Hence, education needs to follow the rapid change in contemporary
technologies, while it should also cater for compensatory-adaptive patterns of learning within
the framework of lifelong learning (Tatarkin, 2012). In accordance with the UNESCO International
Institute for Education, the main principles of lifelong learning nowadays pertain to humanistic
and democratic education, integrity of formal and informal educational institutions both of
traditional and contemporary types, flexibility of curriculums, alternative approaches to the
organization of the educational process, special focus on the education of women, youth and
incapacitated people, independency and self-orientation of education, connection of learning to
the personal, professional and social interests of individuals.

Under conditions of dynamic socioeconomic transformations in Russia, the development
of a flexible lifelong learning system is thus an utmost priority for ensuring innovative
development and enhancing the competitiveness of the state. In contemporary settings, lifelong
learning actually needs to address three forms of continuity: continuity in personal development,
continuity in educational processes and continuity in educational institutes (Kondratyeva, 1989).
Furthermore, the principles underpinning the organization of the educational process call for
uniformity of educational programs, multilevelness and openness of educational provision,
transition to a learning outcomes model, diversity of teaching methods, mastering of new
pedagogical technologies supported by information and telecommunication resources, active
participation of trainees, and personalization of education.

Within this context we may distinguish four basic models of lifelong learning provision in
educational establishments in Russia (Dorozhkin et al. 2014)

- a career boosting model, comprising supplementary professional programs and

vocational guidance;

- a professional development model, providing a wide range of professional programs for

working adults;

- a remedial education model, providing opportunities to adults to complete all levels of

education up to higher education;

- an interdisciplinary model based on networking and interaction among educational

establishments and industrial enterprises.

In the following section there is provided a case study of a research and education
network of educational institutions and industrial enterprises aimed to promote lifelong learning
development in Russia.

Experience of A Research and Education Network

In the context of implementation of the Federal Statute Ne 273 “On education in the RF”
providing the normative framework for the regulation of the education sector, the establishment
of research and education networks has gradually become one of the important mechanisms of
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lifelong learning development in Russia. The design of such networks is aimed at enhancing of
ability of educational institutions of different types to solve any problems emerging by providing
education to a wide range of trainees. These “lifelong learning systems” can be defined as a
complex of educational institutions and industrial enterprises interested in human potential
enhancement, capable of satisfying the lifelong educational needs and demands of the
population. At the same time, as open systems, they can interact actively with the socioeconomic
environment in which they operate.

On these grounds, a research and education network of educational institutions and
industrial enterprises was developed at the facilities of the Institute of Education Management
(Davydova, 2013; Fedorov et al., 2014). The main tasks performed under this research and
education network are the following:

- control of information flows;

- continuous professional development of educators through online learning;

- practical assistance to participants in support of innovation processes;

- promotion of the use of innovative pedagogical technologies;

- increase of employees’ motivation to participate in lifelong learning.

Developing such research and education networks may have multiple advantages in
several spheres, namely economic (reduced training expenses); pedagogical (education becomes
more appealing, technologically advanced and individualized); ergonomic (educators and
moderators may distribute the classroom time on a convenient schedule, a flexible schedule
allows to improve skills without interrupting work); informational (increases the availability of
modern software tools and new educational technologies); communicational (increases the
number of interested participants and promotes active interaction). Indeed, the network brings
together professional groups, teachers, organizations and enterprises, releasing, thus, new
resources for the development of interaction among participants. The main elements of the
network interaction pertain to information exchange, networking expertise and provision of
open educational programs.

Research and education networks operate as virtual organizations, providing optimal
conditions for the development of lifelong learning. Any virtual organization has a dual nature of
capital: physical and intellectual. However, its specificity is determined by the intangible assets
available (knowledge and information technology), which allow the transfer of activities in the
virtual (electronic, informational) space. In effect, in the post-industrial economy the free
exchange of results of scientific research is regarded as the main factor of increasing innovation,
enhancing competitiveness and shortening the time of development of innovative projects
(Fedorov et al. 2014).

Fig. 1 depicts the scheme of interaction of participants of a virtual research and education
network. The moderator, in this case RSVPU, is responsible for the maintenance and
implementation of cooperation. The tasks of the moderator are related to the study of the
resources and competences of members in the network, identifying strengths and weaknesses,
planning and developing new services and promoting features that increasingly bring closer the
educational community and the members of the network.
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Fig.1. Scheme of interaction of participants of the research and education network
portal

Network administrators of the organizations participating in the network community
actually act as accelerators in the organizational process. They help to form a strategic
partnership, to organize the tasks within the educational system and to identify new
opportunities of activity. Furthermore, their duty is to promote the networking concept and
cooperation, to organize activities for various groups in different fields and to establish links with
the industry. In 2011 the project described in this paper was awarded the Grand Prix of the all-
Russian professional competition "Innovation in Education" (Moscow).

Ultimately, the above example demonstrates the formation of a new paradigm of higher
education institutions in relation to man and society, as well as a change in the nature of
interaction between academia and society on the basis of ensuring continuity of education, of
promoting the professional and personal development of personnel, and of creating a rich
learning environment enabling people to learn throughout life. It could be thus assumed that the
guiding principles for enabling higher education institutions to substantially promote lifelong
learning are as follows.

1) Providing for holistic approaches in a wide range of educational initiatives seeking to

develop the whole personality: compensatory education (programs aiming to update
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outdated knowledge, abilities and skills), adaptive education (development of effective
training programs taking into account the realities of scientific and technical progress and
the requirements of the labor market), developmental education (taking into
consideration individual characteristics and aiming at developing creativity, initiative,
etc.) (see Kuznetsova, 2004).

2) Offering educational opportunities suited to the individual, taking into account his or
her potential, psychological characteristics, interests and demands (see Dremina et al,
2015).

3) Organizing creative professional activities addressed to adult educators and faculty
members of educational institutions.

4) Promoting interconnection, interaction and networking in the implementation of
lifelong learning.

5) Conducting systematic assessment of lifelong learning outcomes.

Conclusions

It is evident from the above analysis that lifelong learning remains a priority issue among the
contemporary scientific and technological developments and the political, socio-economic and
cultural changes taking place both globally and in Russia. In effect, the concept and practices
revolving around lifelong learning have been the subject of profound reflection and extensive
research by philosophers, sociologists, educators, economists and other scientists. Alongside the
process of global integration, the Russian lifelong learning system serves a dual role: actively
adopt innovative experiences from different countries, while also contribute to the development
of a world educational order by contributing its experimental and theoretical groundwork.
Currently three main approaches to lifelong learning can be distinguished in the Russian
education system:

- a traditional approach, in the context of which lifelong learning is regarded as a means

to make up for knowledge and skills updates in response to technological advancement,

as well as in order to combat functional illiteracy;

- a lifelong and lifewide learning approach, proponents of which consider learning as

integral to the human nature;

- a comprehensive development approach, under which the full development of the

individual is pursued, addressing his or her biological, social, cultural and spiritual needs

and potential.

In this context, the modern trends in the delivery of lifelong learning interventions in
Russia include the transition from lectures to individualized learning; from academic content to
learning in the workplace; from conventional learning to problem-based education and team-
based learning; from full-time study to distance education.

In general, we can posit that the education systems in almost all developed countries
around the world by the beginning of the 21st century have undergone intense reforms to
incorporate lifelong learning schemata. However, due to different worldviews, ideological
approaches, historical experiences, and pedagogical traditions, reforms in each country largely
differ in character, depth, and pace of transformations. Hence, the effectiveness of the
development of an integrated lifelong learning system in Russia largely depends on the degree
of openness in its interaction and sharing of experience with other national systems.
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Abstract

The study evaluated the role of Zimbabwe Military Museum’s (ZMM) exhibitions in the creation
and portrayal of national identity during post-colonial period. The research focused mainly on
the museum’s collections, themes, events, interpretation and presentation of exhibitions in
portraying Zimbabwe’s identity after independence up to present. This was done on the basis
that most of the displays at ZMM pursue colonial ideologies whilst at the same time undermine
African identity. The researchers used a qualitative research approach; the data collection
methods and instruments included interviews, focus group discussions and desktop survey. This
was performed in order to obtain ample information and testimonial evidence concerning
audiences’ perceptions of the Zimbabwe Military Museum’s programs in relation to national
identity. Research findings demonstrated that the ZMM does not systematically provide for
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exhibitions that may address and create national identity, but instead it focuses on exhibitions
that pursue colonial ideologies; in effect, colonial traits are evident in collections, themes, events
and interpretation of displays. In conclusion if the museum does not take action and redress
colonial traits, the audiences will continue to disengage, get distant and withdraw from the
museum and its activities.

Keywords: Museums, National Identity, Post Colonial Era, Zimbabwean Military Museum.

Introduction

According to Mulindwa et al. (2012), as stated in The Politics of Memory: The Role of Museums
in Africa in the New Millennium, published in November 24, 2012, by the time most African
colonies attained independence they had established national museums, but the majority of
these museums were founded by colonial administrators. This does not imply that Africans had
no interest in preserving their heritage, but it was due to the fact that the colonial powers
controlled and influenced every administration in the colonies. As a result they decided on what
to collect and display in the museums, most of which endorsed a sense of cultural and national
inferiority of the colonies. However, after decolonization most of the collections, programs,
themes, interpretation and presentation of displays in Zimbabwean state museums have
accomplished little or no development in terms of creation of national identity. This clearly
justifies the existence of a strand highly questioning museums and their capability to address
national identity in the post-colonial era.

According to Zedde (1998), as highlighted in Societies in conflict: Museums and the
creation of "national identity", the black majority had restricted admission in museums as well as
other educational privileges, both reflecting and underlining state policies of discrimination and
inferiority of the black people. The white settlers’ regime instructed that black Rhodesian culture
and identity was not to be displayed in museums, in an effort to strengthen discrimination and
foster a culture of inferiority. These policies were extended to collecting, preserving and
displaying of black majority material culture (all discouraged and purposefully underfunded). In
the post-colonial era, Zimbabwean museums should have taken an active role to redress former
policies towards collection, preservation and exhibition of the material culture which
characterizes the Zimbabwean society. It is indeed the role of the museums to offer an
opportunity for the conscious creation and projection of national identity through various
programs and displays so that they become relevant to and representative of the society they
serve, especially during the post-colonial period. Therefore, it is from this viewpoint that our
research attempts to examine the role that museums play in the creation and portrayal of
national identity through collections, research, displays and public programs.

As mentioned above, most of the programs that are run by the National Museums and
Monuments of Zimbabwe (NMMZ) are still biased towards the colonial era, pursuing colonial
ideologies. As regards the Zimbabwe Military Museum, most of the exhibitions, nature of
collections, even the themes on exhibitions, interpretation and presentation of displays have
been inherited from the white settlers and little or no development has been made to restore
national identity. Instead much of its activities and events still pursue colonial supremacy. Most
of the collections at ZMM comprise armoured vehicles and rifles among others. Also, there is
little interpretation on displays which show African collections as compared to the narration and
interpretation accompanying white settlers’ displays; even the language used is interpreted in
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English. Further, the themes of events, such as temporary exhibitions, do not actually promote
national identity on the basis that the museum is still showcasing collections used by the settlers;
therefore most of its activities are still rooted in the colonial era.

This obviously raises weighty questions about museums; whose heritage are they
preserving and to whom is it presented? Yet, they are supposed to be creating and portraying a
national identity which was considered as inferior by white settlers. It is thus evident that
museums have a significant role to play in the development of their communities and nations,
through showcasing collections and exhibitions that identify and portray national identity,
especially during the post-colonial era.

Statement of the Problem

Decades after attainment of independence, Zimbabwean state museums are still rooted in the
colonial era. Most of the collections, themes, programs, interpretation and presentation of
collections at the Zimbabwe Military Museum have colonial traits and are still pursuing colonial
ideologies. Even temporary exhibitions accommodated by the museum showcase collections
which were used by the settlers, bearing no relevance to contemporary societies, whilst their
themes do not relate to national identity. As a result some stakeholders are gradually
withdrawing and distancing themselves from the museum. In fact, due to the colonial traits in
collections and the museum’s persistence in pursuing colonial ideologies, society at large has
developed a lack of appreciation in some of the activities carried out by the museum.

Objectives
The objectives of this research were:

1. To identify what the museum has accomplished in addressing issues of national
identity.

2. To make a comparative analysis on what other countries have done in addressing issues
of national identity during the post-colonial era.

3. To determine the perceptions of different audiences to the ZMM towards the creation
of national identity.

Significance of the Study

This present research may be helpful to the Zimbabwe Military Museum (ZMM) and other state
museums as a stock-taking exercise on how far they have gone in addressing the imbalances
between presentation of black history and white history, through collections, themes,
interpretation and presentation of exhibitions. It may also bring light on the roles that it has in
creating and promoting national identity after colonisation. The study will also assist the
institution to realise what the public expects from it, helping it to improve on collections,
interpretation, and presentation of exhibitions which create a sense of belonging to one’s nation.

Literature Review

History of Zimbabwe Military Museum

The Zimbabwe Military Museum focuses on research and other musicological endeavours in the
military field, thereby liaising with the army, air force and police. The Museum opened its doors
to the public on the 24th of January 1974 as the Midlands Museum, which was changed to the
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current name Zimbabwe Military Museum in 1985. The Zimbabwe Military Museum is
administrated by the National Museum and Monuments of Zimbabwe. The National Museums
and Monuments of Zimbabwe are governed by a legal framework known as the National
Museums and Monuments Act which is Chapter 25:11 of the Zimbabwean Act
(nmmz@mweb.co.zw).

Apart from the military displays, there is also the police gallery which exhibits the trend
of development in the police, starting from the inception of the British South African Police
(BSAP) through to the present Zimbabwe Republic Police (ZRP). Also the museum has the aviation
gallery which includes Rhodesian war heroes who took part during the World War 1. There is an
artillery hanger that exhibits a representative collection of artillery pieces by the Rhodesian
settlers, World War 1, Federation period and colonial Rhodesia up to present Zimbabwe. The
military museum also has the Guinea Fow! Gallery which traces the history of Guinea Fowl and
the open-air museum which has the armoured vehicle hanger exhibits and typical armoured
vehicles which were used during the Second World War.

Themes and Events at Zimbabwe Military Museum

The Zimbabwe Military Museum has the role of creating and portraying national identity to its
diverse audience through themes and events (which are all encompassed in exhibitions). During
colonialism themes and events that were brought up in museum exhibitions were Eurocentric in
character and generally related to the lives of the notable people of the past. Thus these themes
and events asserted notions of white identity, race and supremacy. Smith (2004) states that
despite what transpired during pre-colonial period, museum institutions are there to create a
common ground among diverse groups found within the margins of new nation states. Thus,
museums, in precise, offer an opportunity for conscious creation and projection of national
identity through their displays so that they represent the societies they serve, especially during
the post-colonial period. However, this seems to be in contrast to what Smith (2004) mentioned,
on the basis that during post-colonial period the Zimbabwe Military Museum’s themes resemble
white superiority, most of the themes on display are mainly of battles which were fought by the
whites, whilst some of the themes put on display which show African collections do not construct
national identity.

National Identity
Mclean (2005:1-4) states that the widening debates on identity have opened up new challenges
for the museum profession. At the macro level, the transformation of identity has taken place
within the backdrop of decolonization, imperial atrophy, globalization and the decline of the
nation-state. At the national level, the challenge becomes one of reconciliation and of promoting
national integration within the plurality and diversity of identity. Through the authority vested in
them, museums authenticate and promote identities via the presentation of heritage. National
museums are implicit in the construction of national identities, and the ways in which they voice
or silence difference can reflect and influence contemporary perceptions of identities within the
national frame.

McLean (1998: 244-252) also reiterates that the circuit of the culture model ultimately
deals with identity. Identities derive from a multiplicity of sources which may conflict. Woodward
(1997) has identified a number of factors which need to be addressed when considering issues
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of identity, namely difference, social and material conditions, and the ultimate issue,
identification, or the positions which people take up and identify with. Identity is often claimed
to be fixed and unchanged, thus creating a sense of belongingness. These claims may be based
on nature, such as for example, race and kinship in some versions of ethnicity. Often though, the
claims are based on an essentialist view of history and of the past, wherein history is constructed
or represented as an unchanging truth. Woodward further suggests that, ‘the heritage industry
seems to present only one version’. In fact, identity is relational and difference is established by
symbolic marking in relation to others.

Similarly, it has been suggested that there is no unitary privileged history, only different
histories. If we acknowledge there are different versions of the past, then we need to negotiate
between them. But by asserting the plurality of positions, the question is whether these are equal
or whether one historical inheritance has greater validity. Relating this to museums, Foster (1991:
235-260) suggests that because historical memory is a construction, struggles over the definition
of the nation as community will inevitably be marked by struggles over the constitution of an
authorized collectively held past. Further, O'Neill (1994: 9-19; 1995) has suggested that
'museums tend to show a past with few internal tensions, without looking at how people
negotiate their identity with the prevailing culture’.

Therefore in this context Woodward (1997:1-7) is of the view that national identity is a
person’s distinctiveness and sense of belonging to one nation, a feeling one shares with a group
of people, regardless of citizenship or status. He further states that national identity is not an
inborn trait, various studies have shown that a person’s national identity is a direct result of the
presence of elements from the common points in people’s daily lives, these including national
symbols, national colours, the nation’s history, culture among others. In this context, most
African states are made up of different ethnic groups. Therefore it is difficult to come up with
one culture, tradition or religion as a nation’s identity. However, one has to note that even if
there are different ethnic groups, there are certain characteristics that these groups have in
common, For instance different ethnic groups made use of bows and arrows, spears, appeasing
ancestors, traditional dances and traditional regalia among others. Therefore it is from these
common characteristics and elements that we derive a nation’s identity.

Museums and National Identity

AFRICOM is an organization of museums which was formed in October 1999 in Lusaka, Zambia.
Therefore, it aims to contribute to the constructive improvement of African communities by
inspiring the role of museums as creators of national identity and as representatives of cultural
cohesion. The AFRICOM organisation was a product of the conferences planned by the
International Council of Museums (ICOM) in Benin, Ghana and Togo in November 1991
(AFRICOM, Documenting African Collections, ICOM report). These gatherings were targeted to
address the role and the relevance of museums in the societies they serve, especially in
addressing issues which promote culture and national identity on the African continent. From
this angle, it is crystal clear that museums are the ambassadors of reconstructing states which
are deeply rooted in colonial origins.

Research Methodology
Qualitative research methods were used to obtain data from people concerning the collections,
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themes, events, interpretation and presentation of exhibitions at the ZMM. Research tools
included desktop surveys, interviews and focus group discussions.

Targeted Population

The population consisted of various groups of people from which data were sought to be
collected. The targeted population of this research included the Zimbabwe Military Museum
employees (curator), Zimbabwe National Army members, Police force members, Zimbabwe Air
Force marshals, war veterans, teachers, and selected members who represent the public.
Researchers selected the Zimbabwe National Army and Police force members because the
museum houses most of the collections which were used during and after colonization. Also,
since most of these uniformed forces members and war veterans took part during colonization
and post-colonial period, they have a deep knowledge of the country. Therefore, researchers
wanted to identify how they feel and their perceptions towards the museum collections, themes,
events and displays in reconstructing and portraying a national identity.

Sample and Sampling Procedure

A sample is a representation from a population for the purpose of determining ideas or opinions
of the whole population. Purposive sampling techniques were implemented. Purposive sampling
was performed because it was not practical to get information from every single individual in the
population; therefore specific groups of people were targeted for this research. The researchers
included different groups of audiences on the basis that they have better knowledge about
Zimbabwe as a nation and they know how national identity can be restored through various
activities done by the museum. A minimum number of 35 individuals were expected to
participate in this study. It included the Zimbabwe Military Museum staff (5) mainly the curators
(Assistant Curator, Senior Curator), the Zimbabwe National Army (5), Zimbabwe Republic Police
(5) including the Officer in charge and other officers, Zimbabwe Air Force marshals (3), War
Veterans (5), teachers (5), (2) members from the general public and (3) college students.
However, out of all the targeted participants not all of them managed to take part in this research
due different reasons.

Research Instruments
Research instruments are tools used for data collection. Interviews, focus group discussions and
desktop surveys were used in this study.

Desktop Survey

Desktop survey intended to identify what other scholars have written pertaining the role of the
museum in promoting our culture and national identity through exhibitions. This included
published and unpublished material in archives in the museumes, internet, and reports. The survey
was of great importance on the basis that researchers consulted other sources to get to know
what had been written or done by other scholars to avoid duplication of research.

Interviews
Researchers made use of face to face interviews, on the grounds that they are flexible and they
allow clarity on issues that need further clarification. Both structured and open ended questions
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were used to acquire data, whereby some questions were sent to the interviewees in advance so
that they could prepare for the interview in order to provide accurate information.

Focus Group Discussions

To undertake this study, the researchers also conducted discussions in an interactive group
setting wherein participants were free to talk with other group members. The data gathered from
participants reflected their opinions or perceptions towards the creation and portrayal of
national identity through exhibitions.

Data Presentation, Analysis and Discussions

Perceptions of the Uniformed Forces

From the interviews and focus group discussions contacted with the members of the uniformed
forces, researchers collected data which show that the museum is taking little action in
constructing national identity through its collections, themes, interpretation and presentation of
displays. It can be noted that the uniformed forces are of the view that only a few collections of
African fighters such as Mbuya Nehanda, Sekuru kaguvi, Lobengula among others are showcased,
thus it seems as if there are the only people who took part during the liberation struggle; as a
national museum it should collect, interpret and present detailed history of everything which
transpired during the struggle, especially those events which were accelerated by Africans. It was
also stated that only few African weapons which were used by our ancestors were displayed in
the museum. Conversely, most of its collections mainly comprise rifles and armoured vehicles
which were used by the whites; yet it should show to the new generation all the collections used
by our ancestors before the coming of whites. From the collections, themes and events which
create national identity African superiority on invention of these collections would also be
created, thus also creating national identity.

Perceptions of the Midlands Community (General Public, Students, Teachers)

The researchers selected a few people as representatives of the community. They view museums
as places of enjoyment rather than institutions, which provide both entertainment and at same
time portraying of national identity. From the results gathered from interviews and focus group
discussions, the community is of the view that the exhibitions are still the same for a long period
of time. The exhibitions are more of enjoyment rather than instilling any sense of identity to the
public; for instance if you visit the museum with your child at the end of the tour he/she would
conclude that the displays were interesting with much emphasis on the displays of guns and
nothing special about the displays which show African collections. Thus, our study has depicted
that the public view museum displays as not addressing any issues which create national identity.

Discussion

From the interviews and focus group discussions, the researchers noted that different groups of
people have diverse views in relation to the collections, themes, events, interpretation and
presentation of exhibitions at the military museum. The study sought to have an insight on how
they think about the museum programs and activities in relation to creation and portrayal of
national identity. The curators viewed their collections, themes, events, interpretation and
presentation of exhibitions as balanced and also creating national identity. The curators were of
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this view on the basis that after independence they removed some of the collections, themes
and displays which were pursuing colonial ideologies and replaced them with African collections
which show liberation struggle prominent figures such as Mbuya Nehanda, Sekuru Kaguvi, and
Mkwati among others. Also they believed that their collections, themes, events and displays
create, instil and portray national identity on the grounds that apart from the African prominent
figures there are other displays which show African weapons which were used during the
liberation struggle (such as knobkerries, bows and arrows, machetes, spears, bombs made from
animal waste etc.) apart from guns.

In line with the above, other respondents, such as teachers, think that the collections,
themes and presentation of displays to a certain extent present national identity and to another
extent pursue colonial ideologies. This is based on the fact that there are some representations
of African culture (weapons, traditional regalia), and some representations of the white culture
(guns, uniforms, only to mention a few). From the study, it was clear that even though there are
displays of both ‘black and white’ it is not equal; therefore there is need to create balance in
terms of collections, themes and displays.

However other groups such as the uniformed forces, war veterans and the public are of
the opinion that the collections, themes and presentation of displays as doing little or nothing in
terms of creating national identity. Uniformed forces were complaining that most of the
collections at ZMM comprise armoured vehicles and rifles; also there is little interpretation on
displays which exhibit African collections as compared to the narration and interpretation on
white settlers’ displays; even the language used is interpreted in colonial language. Therefore, it
is deemed that most of its activities are still rooted in the colonial era. It was stressed that there
is need to decolonize the museum on the basis that most of its collections were inherited from
the white settlers who viewed our culture and national identity as inferior. Hence, in order for
the museum to effectively address issues which construct national identity participants
suggested their participation in all its activities, this including taking part in collecting and coming
up with themes, interpretation and presentation of collections in displays.

Conclusion

Most museums in Africa were established according to colonial influences. Therefore, it is
essential for museums to question the structure in which they operate to ensure that they do
not retain the colonial traits in their practices, specifically when they claim to have evaded
colonizers’ cultures. Museums should reconcile identity if they are to make certain that audiences
continue to visit their establishments and not consider them as mere places of relaxation.
Moreover, objects in museums are cyphers of intellectual ideas and show links with certain
persons. Therefore, museums are required to collect, interpret and present objects that reconcile
with their audience, so that a sense of ownership and identity is created since they safeguard
cultural wealth of the nation.

Moreover, it is the role of the museum to create and portray national identity through
exhibitions; thence, the ZMM should undertake programs and events that create national
identity. Museums in precise offer an opportunity for conscious creation and projection of
national identity through their displays so that they represent the societies they serve, especially
during post-colonial period. There is need to consider their themes in relation to national identity
on both temporary and permanent exhibitions.
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Recommendations

Interpretation and Presentation of Exhibitions at Zimbabwe Military Museum

The Zimbabwe Military Museum should ensure that all interpretations should be balanced in
terms of language, so that everybody will understand the message being conveyed by the
collections in the display. There is need to provide more information on displays which show
African collections so that visitors and various stakeholders would be satisfied by the information
accompanying an object; this could create national identity.

Collections at Zimbabwe Military Museum

Since most of the collections at the ZMM mainly comprise objects which were inherited from the
white settlers, they are still pursuing colonial ideologies; yet, ZMM should foster the creation and
portrayal of national identity in the post-colonial era through its collections. Therefore, the
museum should redress its policies towards collections. It should at least cater for collecting
objects which construct national identity (which was actually believed by the white settlers to be
inferior), whilst the representation of collections should be balanced and suited to the different
audiences of the museum.

Financial Resources

There is need to source funds for the collection of objects and the update of themes which create
and portray national identity. This is of primary importance, considering that museums are
regarded as establishments that have nothing quantitatively to put back into the national
treasury; therefore they have always come last in government spending priorities. According to
ICOM code of ethics (2001-2004) on 1.9, it is stated that the governing body (NMMZ) should
make sure that there are enough funds to carry out activities and programs of the museum.
Income generating activities should not compromise the standards of the institution or its public.
Therefore the museum should formulate strategies that can pump money into the institution.
For instance, the military museum to successfully carry out all its activities, can source funds
through fundraising dinners or raffles. From these money generating activities, it can sustain
itself and at least bring up a balance in its displays in portraying national identity.
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Abstract

This paper analyses political speeches as a factor in national integration in Kenya. Kenya is a
country characterized by diverse cultures reflected in the forty-two tribes that comprise the
Kenyan people. For meaningful development to be realized, it is theorized that the Kenyan people
should harmoniously work as one. From a sociolinguistic perspective, language has an ideological
function in fostering national integration as an ingredient for national development. Politicians
in Kenya and the world over constitute the ruling class that is characterized by use of a linguistic
genre described as political discourse. This paper argues that as an elite class within society,
politicians in Kenya use political speeches to influence the perceptions of the rank and file while
consolidating power and influence over the people. The political ideology that the speeches
inculcate among the listeners is one that weakens the national integration fabric, and
consequently national development. From a Critical Language Studies perspective, the paper
applies Relevance Theory by Sperber and Wilson (1986 & 1995) and Wilson and Sperber (2004)
in a pragmatic interpretation of speeches by politicians in Kenya to demonstrate that, as a
communicative event, political speeches in Kenya largely advance a selfish political agenda than
disseminate a national agenda on integration and thus, national development. The speeches
used in this study were collected through a participant-observer mode. They were captured and
recorded using a high sensitivity digital recorder at political rallies during the Bungoma County
senatorial by-election in December, 2013.

Keywords: Political Speeches, Political Discourse, National Integration and National
Development

Introduction

“...The problem of social disintegration is so recurrent in Africa that the existence of many of its
countries as viable national entities is subject to doubt. The threats to national cohesion assume
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many forms, including ethnic, regional, religious and class cleavages, to name a few...”
Nik Abdul Rashid bin Nik Abdul Majid
Executive Director of Meleka Museums Corporation

This excerpt provides the basis of the central argument in this paper that Kenya, being
one of the nations in Africa, is challenged in its existence as a viable national entity due to the
threats on national integration. The success of a nation in inculcating the spirit of national
integration among its citizens is an indicator of its advances in meaningful development. While
most nations emphasize strategies towards national integration, not much attention is given to
acts which sow seeds of discord among its citizens. From a linguistic perspective, this paper uses
the Kenyan case to justify the argument that the language of politicians can be a destructive tool
against the spirit of national integration, thus undermining national development.

National integration is a complex and elusive concept to achieve. Societies that yearn to
achieve national integration have developed strategies to coarse people into embracing national
integration. In Kenya, the observance of national events such as Mashujaa day is ideologically
supposed to whip citizens into a feeling of national integration. The main aim of such national
events is to inculcate and enhance among the Kenyan people feelings of national unity, peace,
affection and brotherhood having emerged from diverse ethnic, religious, political and economic
backgrounds. Whereas these diversities should be appreciated as a source of strength for the
Kenyan people to integrate, opportunists take advantage of these diversities to whip up resentful
emotions amongst Kenyans. It is from this perspective that this paper looks language use in
politics as an impediment to national integration.

In Kenya, the actors of the multi-party politics have shaped partisan politics into a form
that threatens the growth of national integration; that the desire by Kenyans to support
competing political parties and interests during an electioneering period leaves the country more
fragmented than ever before. This, according to Rashid (2013) threatens the continued existence
of the nation as a viable unitary state. It is therefore the purpose of this paper to demonstrate
pragmatically that political speeches in Kenya weaken the spirit of national integration.

The Interaction Between National Integration and National Development

The concept of national integration seems not to have been given a lot of attention by scholars
given the limited availability of publications on it. The word ‘integrity’ originates from French
intégrité or Latin integritas, meaning integral, and integrates. The Oxford Advanced Learner’s
Dictionary defines ‘integrity’ as the state of being whole and undivided. According to Etzioni
(1965), national integration refers to a sense of territorial nationality which overshadows or
eliminates subordinate parochial loyalties. Kaur (2013) observes that National integration is a
complex concept with social, political, religious, regional and economic dimensions. The core
principle of national integration is to create ideological unity and awareness about 'national
objectives' among people who hold divergent views and perceptions on common issues of
national concern. As expounded by Kaur (2013), for national integration to occur in a nation, a
significant number of citizens must develop some level of identification with the nation that
supersede their identification with ethnic, cultural or religious group, acquire political awareness,
share common norms and values and develop attitudes favorable to the display of integrative
behavior among people of different groups.
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Mazrui (1972) identifies five interrelated approaches towards realizing aspects of national
integration:

i.  The fusion of norms and cultures (including the sharing of values, mode of
expression, lifestyles and a common language);

ii.  The promotion of economic interdependence;

iii.  The narrowing of the gap between the elites and the masses, the urban and rural
areas, rich and poor, etc (social integration);

iv.  The resolution of emergent conflicts; and

v. The sharing of mutual experiences so that people can discover that they have
undergone some important experiences together.

If effectively addressed as national concerns, these approaches to national integration
should result into members of a nation developing a strong sense of national identification. As
pointed out by Rashid (2013), national identification requires the willingness to perceive oneself
as a member of a national community, or to feel a sense of belonging to a country. National
identification can be expressed at three different levels; the verbal, the symbolic (as with the flag,
national leaders, national icons, etc.) and the affective (or emotional attachment to the country
and its leaders).

Characteristically, national integration is an unstable phenomenon; and, probably, that
explains why it is elusive to the human societies. Rashid, Kaur (2013) agree that national
integration is a highly complex phenomenon in the sense that what is integrative on the one hand
may be disintegrative on another; and it is a dynamic construct in the sense that ‘once integrated
does not mean always integrated’. This makes national integration a complex phenomenon
encompassing an array of interrelated cognitive, attitudinal and behavioral activities. It also
contains socio-cultural, economic and political dimensions so much so that when agents of
development are addressing socio-cultural, economic and political dimensions of development,
they also reason erroneously that they are addressing the dimension of national integration. As
a result, agents of development end up addressing development concerns without directly
addressing issues of national integration. In Kenya, only recently have development agents begun
giving isolated attention to ‘national integration’; this is after the nation experienced the adverse
effects of the 2007-2008 Post-Election Violence.

In an effort to draw a relationship between national integration and national
development, Drake (1989) observes that in a social system where people in different
geographical areas and of different ethnic, socio-cultural, religious and economic backgrounds
do not generally feel themselves to be united or function as one nation, development cannot be
fully achieved. She adds that the success of a country’s economic development also depends to
a considerable extent on the strength of its integrative and cohesive bonds. Rashid (2013) adds
that where such bonds are weak or non-existent, development is often either sluggish,
haphazard, totally non-existent or simply tantamount to the satisfaction of the will and aspiration
of a small minority of individuals or groups who tend to seek for themselves a greater share of
the economic and political fortunes that otherwise should be used to improve the social system
as a whole. Some studies like Mohanty (2006); Rashid (2013) show that national integration and
national development are symbiotically related; though the objectives of one should not be taken
as the objective of the other. These studies support Tehranian (1994) who observed that the goal
of national development is to achieve an increase in a social system’s capacity to fulfill its own
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perceived needs at progressively higher levels of material and cultural well-being while the goal
of national integration is to provide cohesiveness to permit constructive and development-
oriented societal change to take place. Rashid (2013) concludes that national integration is a
substantive part of national development. A nation needs to be integrated into one for it to
achieve development goals in all sectors of social life.

As already noted in this discussion, language as a medium of communication is central to
the approaches and levels of national integration; a notion that is key for national development
in any society. Therefore this paper considers language as a prime vehicle through which
integration can be achieved and, hence, national development. Language is central to whichever
strategy a nation adopts to propel the national integration agenda. As noted by Halliday (1985),
language has a communicative function that is shaped by both culture and situation in which a
linguistic unit has been used. The communicative function of language is achieved through modes
such as print (written), speech, electronic and semiotic. Fromkin (2007) identifies specific
functions of language; to convey meaning to others, to ask questions, to give commands and to
express wishes. It is within this framework of appreciating language as having a functional
dimension in society that this paper is interrogating an aspect of the functions of political
speeches with regard to enhancing national integration in Kenya.

The Language of Politics: Political Speeches as a Political Discourse

Some scholars such as Ramney (1996); Roskin, Cord, Medeiros and Jones (1997); Manley (2008)
agree that politics is the business of power, its acquisition and its use. That politics is the game
of struggling and competing for government power. At the centre of political activities is language
as the sole medium of communication. The language of politics is described as political discourse.
Van Dijk (1997) describes political discourse as a prominent way of doing politics. That political
discourse is identified by its actors or authors; who are politicians. Atkinson and Heritage (1984),
Dijk (1985); Boden and Zimmerman (1991) concur that political discourse should be seen as a
form of political action and as part of the political process if it is understood from the perspective
that discourse is a form of social action and interaction. The simplified operational definition in
this paper is that political discourse is the language of politicians for political communication.

Communication, as a process of sharing meaning between two or more parties, operates
at different modes; the most basic being face-to-face communication (West and Turner, 2010).
The other modes of communication include writing, electronic mediated and non-verbal. Of
interest to this paper is face-to-face communication which primarily involves use of speech. In an
earlier publication, Roskin, Cord, Medeiros and Jones (1997) observe that face-to-face
communication is the most effective means for altering or reinforcing political opinions because
it allows for dialogue unlike other modes of communication. During public political gatherings,
the main mode of communication is face-to-face (speech). Given that the purpose of the speech
at political gatherings is to propagate a political agenda, such speeches by political actors for
political purposes are simply described as political speeches. Political speeches are therefore a
part of political discourse.

At the centre of any communication process is the sharing of meaning. Meaning is what
people extract from a message. West and Turner (2010) cite Martin and Nakayama (2008) as
having observed that meaning in a communication process has a cultural consequence. This is
because the process of communication takes place in an environment which includes a number
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of elements: time, place, historical period, relationship and, speaker’s and hearer’s cultural
background. All these aspects of environment influence a communicator’s psychological
construct when encoding and decoding a discourse. It is within this understanding that this paper
demonstrates that political speeches when delivered in certain contexts undermine the spirit of
national integration and thus, national development. This preceding discussion also gives
justification as to the choice of Relevance Theory by Sperber and Wilson (1986 & 1995) and
Wilson and Sperber (2004) in the interpretation of political speeches.

Relevance Theory

Relevance Theory by Dan Sperber and Deirdre Wilson (1986) is a cognitive-pragmatic
communication model for interpreting and understanding utterances. It is an inferential
approach to pragmatics that seeks to explain how the hearer infers the speaker’s meaning on the
basis of the evidence provided. The theory has been expounded in Sperber and Wilson (1995)
and in Wilson and Sperber (2004).

The theory proposes that understanding and comprehension are directed and channelled
by the innate principle of relevance. Sperber and Wilson (1986/1995) and Wilson and Sperber
(2004) argue that humans tend to pay attention to what is relevant to them and that humans
form the most relevant possible representations of phenomena and process them in a context
that maximises their relevance. The principle of relevance works like a filter in the mind of the
communicators so that only the information that is selected by that principle leads to
understanding of the meaning of the utterance. Relevance Theory operates on three tenets:

a) The notion of context
b) The principle of relevance for communication
c) The comprehension procedure of Relevance Theory

Discussed below are the first two tenets which are relevant in the interpretation of
political speeches in this paper:

a) The notion of context

The search for relevance in an utterance is a psychological process guided by the mental
context of the communicators. Sperber and Wilson (1995:15) define context as:

“Context is a psychological construct, a subset of the hearer’s assumptions about the
world.”

Schroder (2008) simplifies this as referring to some kind of encyclopaedia about the world
which contains the values and norms of a society, personal belief system and cultural norms. It
constitutes all the knowledge that the communicators will have stored in their mind at the time
they enter a conversation. Context plays a key role in the interpretation of utterances. There are
two kinds of contexts relevant for the interpretation of speech event: the linguistic context and
the situational or physical context. Blass (1990) describes a linguistic context as including
linguistic information that precedes the speech event while the situational context includes
virtually everything non-linguistic in the environment of the speaker.

b) The principle of relevance for communication

Wilson and Sperber (2004:612) provide the following principle of relevance as being the
basis for Relevance Theory as a theory of inferential communication:

“Every act of ostensive communication communicates the presumption of its own
optimal relevance.”
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This means that by saying something in the normal course of human interaction, one is
telling the hearer not only that he/she thinks that what is being said is worth the time and effort
the hearer will take to process it, but also that no more easily processed utterance would give
the same result (utterance meaning). Thus, the principle of relevance for communication
operates on the basis of cost and benefit in the mind of the communicators and it is guided by
two aspects: the cognitive principle of relevance and the communicative principle of relevance.

The cognitive principle of relevance enables the hearer to single out one possible
interpretation as interpretation of communicated utterances, thoughts, gestures and
perceptions when information is channelled through it. Wilson and Sperber (2004:610) states
that the cognitive principle of relevance is:

“Human cognition tends to be geared to maximization of relevance.”

This principle has two components: an informative component and an intentional
component. The informative component is also referred to as ‘inferential communication’ in
relevance-theoretical terms. It communicates the content of the message arrived at through
processes such as implicatures, explicatures, disambiguation and enrichment. The intentional
component communicates the intention of the speaker. It consists of verbal and non-verbal cues
that a speaker builds around his/her message so that the hearer understands the message as
intended by the speaker. The two components work simultaneously in the mind of the hearer
and they are processed or monitored against a presumed shared context between the speaker
and the hearer. The shared context will constitute the socio-cultural norms and the knowledge
of the world. When the hearer fails to establish a shared context with the speaker, then the
information is interpreted against the hearer’s context. In this process, the mind searches for all
the mental representations for understanding of the message. This mental search is aimed at
establishing the appropriate cognitive effects relevant to the information received from the
speaker. The mind searches all the mental representations for understanding which leads to
yielding cognitive effects in the mind of the hearer.

Cognitive effects are as a result of the hearer’s mind trying to integrate the content of the
information represented by the utterance into his/her existing mental representations. If the
message meets some shared context, i.e. some older knowledge, then the understanding is high
this would then mean that the message was relevant to the hearer and it is therefore send or
integrated into the mental lexicon. However, if there is no shared background knowledge
between the speaker and the hearer, then little or no understanding takes place. The new
information is then either rejected and thus not stored in the mind of the hearer or it is
misinterpreted and stored in the mind of the hearer if deemed relevant. Therefore cognitive
effects can be either positive or negative. A positive cognitive effect is a worthwhile difference
to the individual’s representation of the world such as a true conclusion from the speaker’s
information which gets integrated in the hearer’s mental lexicon. False conclusions are not worth
having. They are cognitive effects but not positive ones (Sperber and Wilson, 1995). Positive
cognitive effects may lead to:

i.  Building contextual implications; a conclusion deducible from the input and the
context together, but from neither input nor context alone.
ii.  Strengthening an existing assumption
iii.  Contradicting and eliminating an existing assumption
(Wilson and Sperber, 2004)
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The processing of the speaker’s information in the mind of the hearer operates on cost-
benefit basis. The mind tries to be as economical as possible while searching for optimal
relevance. Optimal relevance is understood in terms of contextual effects and processing effort.
The greater the effort the mind takes searching for contextual effects, the fewer the cognitive
effects that are found, and therefore less relevant is the message. But if the processing requires
less effort because the mind easily finds many shared assumptions between the interlocutors,
the message will contain a greater number of cognitive effects and thus the message has much
relevance to the hearer.

The communicative principle of relevance is the second aspect of the principle of
relevance for communication. The communicative principle of relevance states that:

“Every act of ostensive communication communicates a presumption of its own optimal
relevance.” (Wilson and Sperber, 2004:612)

This principle means that when communicators talk to each other, the relevant
theoretical processes of understanding (as described under cognitive principle of relevance) is
initiated. Every successful communication relies on the shared background assumptions between
the interlocutors.

The process of understanding or comprehension of utterances begins with the hearer’s
mind interpreting the information by constructing an appropriate hypothesis about explicit
content via decoding, disambiguation, reference resolution and other pragmatic enrichment
processes. The interpretation arrived at is then enhanced by the mind establishing implicatures
by constructing an appropriate hypothesis about the intended contextual implication. (Wilson
and Sperber, 2004) The next section now provides a relevant theoretical interpretation of
political speeches in Kenya with regard to the spirit for national integration.

Relevance Theoretical Interpretation of Political Speeches in Kenya: Implications on National
Integration

Kihara and Schroder (2012) observe that Relevance Theory has been applied to many research
areas such as humour, media discourse, literature, politeness, translation, language teaching
among others. They cite Yus (2010, p. 701) as having noted that, “... these research areas which
take Relevance Theory as their theoretical framework are evidence of the dynamism and impact
of this cognitive pragmatics theory of communication.” In this paper, this theory has been applied
in the analysis of political speeches in Kenya as a factor in national integration and national
development. Excerpts from campaign rallies during the Bungoma Senatorial by-election, 2013
have been used for analysis in this paper.

Important to note is that political speeches are topical texts with multiple functions in
communication contexts. Charteris-Black (2005) notes that successful speakers, especially in
political contexts, need to appeal to attitudes and emotions that are within the listeners.
Speakers find it easy to communicate what they want to their audiences once they succeed in
making the audience/listener to believe that what is being addressed is what they (listeners)
understand and support. As such, the speaker has to communicate at an emotional level and take
standpoints that seem morally correct to the listener. In Relevance Theoretical terms, Charteris-
Black’s sentiments are captured within the notion of context; that the human mind searches for
relevance in an utterance guided by mental context. As already discussed above, mental context
constitutes the hearer’s assumptions about the world - both the linguistic context and the
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physical/situational context. Communication is enhanced if both the speaker and hearer share
the same mental context surrounding the speech or utterance. It could be by default or design
that most political speakers in Kenya strive to establish some rapport with their
audiences/hearers by trying to establish a shared context when making political speeches. This
is achieved through allegorical anecdotes, analogies, recounting past events, metaphors and
song as introduction to their intended message. Most of these are presented from the
perspective of the listener; depicting the listener as disadvantaged, exploited, oppressed, and
marginalized with strong undertones of a given political ideology; a speaker says:

“...today is no day like any other. We stand here to give testimony to the will of [the]
people of Bungoma; to give testimony to the unstoppable movement of the people of Bungoma.
To sent out a clear warning to our detractors that we shall neither be cowed nor stopped. To tell
the people of Kenya that the people of Bungoma are a part of the big happy family of Kenya...”

These utterances imply that the people of Bungoma have been denied their rights; they
have been segregated against from the rest of Kenya; and that they are in a movement to
demand for their rightful position in Kenya; and that somebody, somewhere, is detracting them
or stopping them from fighting for their freedom. These propositions come after a rallying call:

Speaker: CORD

Audience: Tuko tayari (We are ready)

Speaker: Mukotayari? (Are you ready?)

Audience: Ee! (Affirmative, yes)

Speaker: Mundu khu mundu? ([to deal with] Person to person [bare knuckled])
Audience: Ee! (Affirmative, yes) [Amid intense applause and screams]

Utterances like the ones presented above automatically stimulated the emotions of the
listeners into a war-like mood while chanting, cheering, shouting, whistling and jeering and
name-calling to reveal their feelings towards either the speaker or perceived opponents/enemy.
Such utterances yield a strong environment of a fierce political contest to the extent that political
opponents are perceived as total enemies rather than mutual competitors with a common
national agenda. At a Coalition for Reforms and Democracy (CORD) rally, speaking in Kiswabhili
language, a speaker says:

“..tulinoa wembe, tukanoa shoka, tukanyoa watu wa Jubillee...”

(...we sharpened razor-blade, we sharpened axe, and we shaved Jubillee supporters...)

This was delivered amid cheers from a crowd which was already seeing itself at war with
the members of the rival ruling coalition, JUBILLEE with its affiliates like AMANI coalition. The
utterance implies that JUBILLEE and their affiliate is CORD’s enemy. This is revealed in the
utterance that followed:

“...musikubali hata kidogo kura zenu ziibwe na mtu...”
(...do not accept at all your vote to be stolen by somebody...)

The implied ‘thieves’ in this context are the supporters of ruling coalition, and the speaker
is addressing his listeners as though the nation is in a state of anarchy without enforcers of law.
The statement is, in a way, asking the listeners to be on the lookout to catch and discipline those
who break the law by stealing their votes. This is because the perception already created is that
Jubillee and its partners in the ruling coalition has thieves, thus cannot be entrusted to handle a
constitutional process like a by-election. Important to note is that while such messages were

65



MULTILINGUAL ACADEMIC JOURNAL OF EDUCATION AND SOCIAL SCIENCES

Vol. 4 No. 1, 2016, E-ISSN: 2308-0876 © 2016 KWP

being delivered at the CORD rally, at the AMANI rally which was taking place at the same time
about three kilometres away, similar sentiments were being shared:

(“...huko Kisumu kwa court of appeal...wakachunguza...wakapata Wetangula aliiba kura
zenu...ndugu zetu CORD wasilete siasa propaganda hapa...”) [with an emphatic raising
intonation]

(...there in Kisumu at court of appeal...they investigated...they found out Wetangula stole
your votes...our brothers in CORD shouldn’t bring politics of propaganda here...)

These utterances are delivered after a recount of events preceding this rally in which the
speaker depicted CORD as spreading tribal sentiments. He says:

“..akasema [Wetangula] serikali imetumia huyo jamaa [High Court Judge Gikonyo] kwa
sababu ni mkikuyu abanduwe Wetangula kwa sababu ni mtu wa CORD...”

(...he [Wetangula] said the government has used that guy [High Court Judge Gikonyo]
because he [Gikonyo] is a kikuyu who will [pass judgement] to remove Wetangula [from
senatorial seat] because he [Wetangula] is a CORD person...)

Therefore, within this context, the two separate audiences which both constitute
participants from the same nation are being fed on information which sets them against each
other and therefore does not promote ideals for national integration. With tribal connotations
and instilling of the feelings of mistrust, whoever that wins such election will be representing a
community in which a section of its people perceive him as a ‘thief’ by the rival camp. This goes
against Mazrui’s (1972) suggested approaches towards realising national integration; that there
should be focus on resolving emergent conflicts, and enabling people share mutual experiences
so that they can discover that they have undergone some important experiences together. In
essence, the speeches at these rallies were deepening an already established conflict preceding
the by-election exercise rather than correcting a past mistake and making participants feel they
are one people.

There is a deliberate attempt by politicians to create a class society in their speeches. The
class society so created by the political speeches subverts the social order to create one in which
they (politicians) belong to one social class with their listeners. Though this may be interpreted
as a further attempt to create a shared context between the speakers and listeners, it is also a
sympathetic move to seek belonging; that they as political leaders are in the same social class
with the poor whom they lead. That the poor are suffering, and they too are suffering. A speaker
says:

“..democrasia...haitahujumiwa na wale ambao wanafikiria walizaliwa kuongoza
wengine. ...wanaofikiria watakaa kwingine na ku-control nchi yetu na remote control.
...wanaofikiria kuwa na pesa ndio kuwa mtu mzuri. ...na wale wanaofikiria watatutawala miaka
kumi na mwingine miaka kumi...”

(...democracy...will not be frustrated by those who think they were born to lead others.
...those who think will sit elsewhere and control our nation by remote control. ...those who think
that to have money is to be a good person. ...and those who think they will rule over us for ten
years and another one ten years...)

From this excerpt, the speaker tries to identify himself with his audience. Given that
majority of the listeners at political rallies are the ordinary people who are poor, the speaker tries
to subvert the social order by creating an impression that he belongs to this group of people. This
is an aspect of manipulation of language to misrepresent the reality. However, language use in
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this is creating an ideological concept that the ‘haves’ are dominating the ‘have not’ and there is
a determination by the ‘haves’ who are in power to dominate the ‘have not’ for a period of
twenty years. Indeed this seemed to succeed because at the end of these utterances, the crowd
was getting irritated. It seemed to be a psychological game to twist the emotions of the listeners
into bitter dislike of the ruling coalition and its leaders. This contravenes Mazrui’s ideology that
for national integration to be realised there needs to be a deliberate attempt to narrow the gap
between the elites and the masses, the urban and rural areas, and rich and poor towards social
integration. From the perspective of Relevance Theory, this manipulation of language to
misrepresent the truth is an attempt to fulfill the principle of relevance: that human mind is
geared towards understanding what is relevant to the hearer. This analysis agrees with Beard’s
(2000) argument that a political speech is not necessarily successful (to its audience) because it
is correct or true, but because it has been presented with valid arguments.

Speakers at political rallies are driven by a passion to achieve specific political goals. And
more often their agenda is at the expense of issues of national concern such as national
integration. Driven by a political goal, political speakers package and repackage their political
outfit as the alternative leadership that will solve the problems of their listeners/electorate
having already created a context that appeals to the listeners’ emotions. In such circumstance,
the speeches depict the rival political outfit as incompetent. A speaker says:

“...wale wanaJUBILLEE wameshindwa na utawala. ...si mnaona bei ya bidhaa inapanda
kila siku! Sasa wanasema wanataka kuleta sheria ya polisi kupiga raia na bunduki, mtakubaliana
na hiyo?”

Response: Hakuna baba (emphatically)

“..those members of JUBILLEE are defeated with administration. ...you can see prices of
goods are increasing every day! Now they are saying they will bring a law for the police to shoot
people with guns, will you accept that?”

Response: No way father. (Emphatically)

These utterances imply that the speaker’s political coalition (CORD) is the alternative
political outfit to offer good governance to Kenyans. The inferred contextual conclusions from
these utterances are that JUBILLEE is an oppressive regime; it does not mind the survival of the
masses; and that people should fight back at draconian policies. Such is a divisive talk setting
people against their own regime and it weakens the bond of national integration. As observed by
Kaur (2013) and Rashid (2013), once the bonds of national integration are weakened, people lose
the sense of belonging to the nation. The above utterances are delivered after the speaker has
used allegorical statements implying that the ruling coalition is in power illegally:

“...katika bibilia Mungu alionya Herode, akamuambia: Herode, si halali kuchukua bibi ya
mwenzako. Lakini Herode akachukua bibi ya mwenzake. Huyo mtoto walizaa, Mungu alilaani,
sio?”

Response: Eee (Affirmative)

(...in the bible, God warned Herod, [and] told him: it is not acceptable to take a wife of
your colleague. But Herod took the colleague’s wife. That child they gave birth to was cursed,
isn’t that so?)

Response: Yes.

In Relevance Theoretical interpretation, the speaker’s intended meaning is arrived at
through enrichment of the literal meaning with interpretive meaning of the imagery in the
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utterance within the shared socio-cultural context of the speaker and the hearers. The success in
sharing intended meaning is confirmed by the speaker through the question and answer strategy.
In that context then, it is finally understood that the ruling coalition is illegally in power yet
putting in place oppressive policies. This weakens the spirit that bonds people and their
leadership to achieve unity, hence national integration. Such utterances instill a sense of
insecurity among the people; that the government in place is an illegal one with malicious
intentions and this weakens the spirit of integrating into one.

Conclusion

The purpose of this paper was to show that political speeches in Kenya are a factor in weakening
the spirit of national integration, and hence, national development. It has been established in
this paper that politicians in Kenya employ certain aspects of language use in their political
speeches with an intention of achieving political agenda. This paper has established that
politicians make a deliberate attempt to influence the emotions of their listeners by establishing
a shared background. The shared background that politicians establish depicts politicians as
existing in a pseudo-world in which they share a social class with the listeners. Within the pseudo-
world created, politicians find it easy to manipulate the emotions of the listener while addressing
sensitive issues which are relayed from the perspective of the hearer. Such a shared background
effectively acts as the context upon which messages are delivered to the target audience. The
political messages can be understood through an inferential approach within Relevance Theory
in interpretive processes such as implicatures, reference assignment and enrichment. All such
processes reveal that politicians use manipulation of language to either represent or
misrepresent reality in an attempt to stir up the emotions of the hearer into acts which destroy
fabrics for national integration and, hence, national development.

The paper has established that messages in political speeches by politicians in Kenya are
tailored towards fulfilling the political agenda of the speaker; acquisition and/or expansion of
political power. Politicians do this at the expense of building the spirit of national integration.
Most of the political speeches carry messages that weaken the bonds needed for national
integration. In their messages, politicians make the hearer feel exploited and marginalized by
those in political leadership. The messages portray a rival political outfit as a composition of
thieves, murderers and untrustworthy leaders. Such messages do not strengthen the bonds of
national integration. As explained by Mazrui (1972); Rashid (2013), national integrations can
thrive in circumstances where there is deliberate narrowing of the existence of social classes,
resolving existing conflicts and enabling people understand that they have a common history and
they should have mutual existence. Apparently, this is not what political speeches in Kenya do;
instead they enhance the existing conflicts and inculcate hate towards a section of Kenyans.

As observed by Mohanty (2006); Rashid (2013) national integration is a part of national
development. The ability of a nation to integrate into one accelerates its advances in
development. In this regard, therefore, political speeches in Kenya, by the very fact that they do
not enhance national integration, so do they impede advances in national development. This
conclusion finds support in Drake’s (1989) observation that neglect of any one component of
national integration leads to disintegrative forces setting in to destabilize the continued existence
of a nation resulting into issues of national development becoming moot. It is therefore
imperative that politicians in Kenya, as opinion-shapers in key spheres of the nation, must use
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political speeches not only to advance personal political agenda, but most importantly, to
advance the national agenda on integration and development.
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Abstract

Listening is the least popular skill among the four that underpin the teaching and learning of a
second or a foreign language. The teaching of Listening as a subject started later than other skills.
Listening has for a long time been taught using audiotapes because the emphasis has been on
training auditory skills to help learners hear clearly and be able to mimic native- speaker
pronunciation. With the advancement of technology where videos got into classrooms, moving
pictures were introduced in Listening classes. This paper is therefore concerned with the
replacement of audio listening by video viewing in a Listening class. The research is carried out
through a questionnaire that is circulated to learners and teachers with an aim of establishing
the impact of video viewing in a Listening class. The findings indicate that although learners and
teachers appreciate the usefulness of video viewing, it does not successfully help learners achieve
the main learning outcome of note-taking. The paper attributes this to the difficulty of dealing
with audio that requires learners to listen, and moving pictures that need students to view. The
paper therefore recommends that tasks be set appropriately with the envisaged skill, i.e. listening
or viewing.

Keywords: Audio Listening, Video Viewing, Second Language Acquisition, Survey.

Introduction

Anxiety Listening is among the four skills (listening, speaking, reading, and writing) that are the
focus in teaching and learning a new language. This skill depends on one’s ability to hear. That
is, children who have a hearing impairment lose their ability to speak because they have no access
to the language input. This means that even when learning a new language, linguistic input is
important in determining the success of acquiring the new language. However, hearing and
listening should not be thought to be synonymous as the former refers to a biological ability
whilst the latter is a cognitive process. In other words, one can hear an entire conversation but
may not be able to listen especially if the language used is new or unfamiliar. According to Elekaei
et al. (2016), listening is said to be ‘receptive when it is what the speaker actually says,
constructive when it creates and signifies meaning, collaborative when it negotiates meaning
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with the speaker and listener and transformative when it creates meaning through participation
and imagination’ (p. 41). Listening therefore presupposes understanding which is pivotal in
reacting to the content of the message. It can be asserted therefore that success in learning a
new language also rests on a person’s ability to process the language that is heard.

Among the four skills mentioned above, listening is said to be the most challenging to master
and perhaps to teach as well. In fact, the teaching of new languages did not initially focus on
listening than it did on writing and reading; even speaking was not encouraged until accuracy
was achieved. Listening finally made its way to the classroom as a formal subject that could be
taught. Over the years a listening lesson has been conducted through audio tapes, then compact
discs (CDs); and today with the explosion of information technology and the world-wide-web,
there are many sophisticated instruments. That is, listening can be taught through the internet
or through downloaded material into ones MP3 player or iPod and any other such device. In fact,
Kabata and Yang (2002) assert that ‘the recent development of multimedia technology marks a
significant change from the traditional listening teaching based on audiotapes’ (p. 568).
Whatever the device though, listening skill is developed by interacting with the content one is
listening to. This content would be predominantly provided in audio format, however, in some
cases video which presents content in moving pictures has been used as part of a listening lesson.
Video listening dominates listening lessons in the institution where this research was conducted,
which prompted the researchers to investigate whether such a practice benefits the listening
process or not. Since the research is mainly concerned with the source of listening, it is necessary
to survey literature about sources of listening and their implications.

Sources of Listening

Perhaps the earliest instrument used in the classroom for teaching listening was a tape-recorder.
Hill (1974) used the tape-recorder in and outside the English classroom ‘to train students to hear
phonemic distinctions... and to drill words, sentences etc. ... so that they can later serve as models
for other utterances’ (p. 134). The tape-recorder is still very much in use although it is being
replaced by CDs (Scrivener, 2005; Harmer, 2006), but the aim remains similar: Hamad (2008) for
instance proposes a framework for designing a listening course meant to help students ‘master
note-taking, general patterns of stress, intonation, rhythm, patterns and lexical knowledge of
English ... the English sounds that do not exist in Arabic, etc.’ (p. 176).

Wilson (2010) further provides various listening sources in addition to the tape-recorder.
According to Wilson (ibid, 41-43), teacher talk in the form of planned input such as
announcements, e.g. the date, time and venue where a particular test would be written serves
as a good source of listening. Teacher talk may also be in the form of semi-planned input where
a teacher may show and talk about photos; talk about his or her firsts in life; childhood anecdotes;
a chat show where a teacher may conduct a panel interview of students in front of the audience
(the whole class); and a teacher discussing own biography (Wilson, loc. cit.). In addition, teacher
talk may take the form of spontaneous input where, for instance, the teacher gives words of
encouragement; gossip; on-the-spot classroom management such as a scenario where the
teacher might confront a late student by asking ‘What happened to you this morning?’ etc.
(Wilson, op. cit.).

Furthermore, Wilson (ibid, 45) argues that just as there are different aspects of teacher
talk that are a good source of listening, the same applies to student talk. However, for student
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talk to be effective it is incumbent upon the teacher to ascertain that appropriate tasks are set
that will maximize its effectiveness. Wilson (op. cit.) suggests such tasks as jigsaws with
information gaps, reporting back, making presentations, and assigning the role of secretary to
one student.

Another source of listening which like teacher talk and student talk exemplifies live
listening is guest speaker (Wilson, ibid, 46). In this case the teacher could invite a proficient or
native speaker of English into the class. Scrivener (2005), however, argues that the guest could
be the teacher him/herself assuming the character of another, say well-known figure. Activities
and tasks would then have to be set in order to make sure that students get the most out of the
guest speaker. Among other activities, students could be allowed to ask the guest speaker to
speak about any topic of their interest, perhaps in the area of the guest’s expertise. The
interaction, as suggested by Wilson (loc. cit.), could be recorded so that comprehension is
enforced through follow-up activities. Harmer (2006), however, asserts that live listening should
be viewed as adding another dimension into a number of listening lessons and not a replacement
for audiotapes or CDs.

Additionally, textbook recordings as another source of listening provide a variety of
materials such as news bulletins, interviews, stories, jokes, songs etc. Although there has been
criticism on lack of authenticity in textbook recordings (Wilson, ibid, 47), the variety they provide
and the fact that lately many textbooks have digital versions that are being made compatible
with Interactive White Boards (IWB) technology has immense benefits for teachers and students
in a listening lesson.

Television, radio, video and DVD as sources of listening have the benefit of cheap access
- especially in the case of radio - and visual aspect in the others which is essential among students
with short-span attention and memory (Wilson, ibid, 48). The drawback that is usually cited with
regards to these sources is the level which is normally higher than that of students. It is therefore
necessary that the teacher plans lessons in such a way that the level of tasks is brought to that of
students.

The other source of listening that Wilson (ibid, 49-50) believes helps students with inter
alia pronunciation practice is songs. Harmer (ibid) also believes that the benefit of music is its
ability to speak to the emotion whilst at the same time allowing our brains to analyze it. One
other benefit is that students can bring their favorite songs which nonetheless still leave the
teacher with the responsibility of ascertaining that the songs are appropriate for the class, and
also making sure that tasks enforce comprehension so that the lesson is not reduced to only an
entertainment session.

Internet is arguably set to replace many of the sources of listening as we move towards
the middle 21°t century as it is the fastest growing means of accessing listening materials
especially in this age of computer literate students (Scrivener, ibid.). Lys, for example, chronicles
an interesting journey of how the internet applications such as Flash came to replace the
audiovisual computer program which was only accessible in the university computer laboratory
dedicated for culture and language learning. Among other possibilities, the Internet gives access
to websites that are solely designed to teach new languages where listening lessons are
embedded. Nonetheless, the benefits of face-to-face communication still prove more viable than
virtual scenes modeled by computers (Wilson, ibid, 52).

Having discussed different sources of listening, it is fitting that we closely consider those
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sources that incorporate moving images such as television, video, and DVD versus those that are
exclusively audio, e.g. audiotapes and CDs. It should be noted that both these types of sources
are accessible through the Internet.

Video Listening Versus Audio Listening

We have mentioned that a listening lesson is traditionally carried out using any instrument that
projects audio sounds such as audiotapes and CDs, but we have also added that in some cases
video which introduces an element of moving pictures is used instead. There is however a
guestion of whether using videos exclusively for a listening lesson still constitute a listening
lesson or not.

Wilson (ibid) does not seem to have a problem in classifying videos as part of a listening
lesson. As we have noted above, he (ibid, 49) actually elevates video above audio citing such
advantages as visual element and something to occupy students even when there are pauses in
dialogues. He further argues that in a listening sequence, visuals are helpful in activating
schemata especially during pre-listening stage which also benefits visual learners (ibid, 69). Such
advantages of video are echoed in Garza (1990) who argue that the incorporation of video in a
foreign language curriculum is encouraged because of its ability to allow ‘for both audio and
visual modalities of information input’... which are ‘more accessible to the learner’ (p. 289).

Although Scrivener (ibid) challenges the effectiveness of using recordings for listening
lessons given the fact that in real life listening does not seem to follow the same lines of passivity
as suggested by recordings where the listener does not interact with the speakers and has no
contribution to the direction of the conversation, he notably confines himself to audio materials
when suggesting ideas for listening activities. His suggested ideas are ‘jigsaw listening, jigsaw task
ideas, the tape gallery, home recording, live listening, and guest stars’; none of which involves
video (ibid, 182-184). Nevertheless, Scrivener (ibid, 352) asserts that video can be used in class
with tasks set for listening, looking or interpreting; i.e. the question is not on the instrument but
on the task to be accomplished. In other words, tasks would focus students on what they need
in the video to accomplish it. Notwithstanding, Scrivener (op. cit.) appears cautious in labeling
video as listening but seems to prefer the term ‘viewing’ which denotes that primarily video is
meant for viewing than listening. Interestingly, Hsu et al. (2013) report that among elementary
students, there was no improvement in listening comprehension in a research about the effects
of video caption modes on English listening comprehension. They are however aware that their
findings are contrary to researchers such as Secules et al. (1992) who conducted their studies
among tertiary students and found that classes that used videos outperformed those that did not
in listening comprehension.

Similarly, Harmer (ibid) agrees that most teachers rely on taped recordings for language
input, notwithstanding disadvantages of inter alia inauthenticity. In his treatment of intensive
and extensive listening, he exclusively refers to audiotapes with a notable absence of videos (ibid,
228ff). Like Scrivener, Harmer (ibid) regards video to have a range of uses in a classroom including
listening which can be pictureless where the focus is on language; pictureless but focusing on
music where, for instance, students would have to discuss the mood created by a popular track;
pictureless focusing on sound effects where students might have to guess scenes suggested by
such sounds as shuffling of feet, clapping, ululating etc.; picture or speech where some students
would view the pictures and try to describe what is happening to those who are not viewing. He

75



MULTILINGUAL ACADEMIC JOURNAL OF EDUCATION AND SOCIAL SCIENCES

Vol. 4 No. 1, 2016, E-ISSN: 2308-0876 © 2016 KWP

(ibid, 287) emphasizes that these listening techniques operate on the same principles as those
for viewing. In fact, one can argue that apart from the technique where some students watch
the picture and describe what is happening to those who are not watching, the rest can be
accomplished using audiotapes or CDs.

Therefore, it appears that the main advantage of videos over audios is that of having an
element of visuals. However, the tasks would determine the success of the video lesson
especially when it is used for listening. That is, visuals should be used exclusively for facilitating
listening, not for the sake of it. For example, Ergin and Donancis (2016) in their study about
instructional videos as part of a flipped classroom approach caution that such approaches should
be dictated by the needs of the students and the learning context. In other words, visuals are
likely to be a hindrance where tasks demand that students listen but find that they have to view
at the same time.

Research

The aim of this research was to find out whether the exclusive use of videos for listening lessons
benefit students in the institution where the research was conducted or not. Secondly, the
research meant to find out whether the listening lessons in the institution developed students’
note-taking skill.

Participants

In order to achieve these aims, research was conducted among one hundred (100) Foundation 2
students from a total of two hundred and fifty (250). Specifically, the participants were Omani
students studying at a University College at Foundation level. Other participants in the research
were eight (8) teachers who taught in the above Foundation program. The teachers were of
different nationalities (Omani, Indian, British, Sudanese, Filipino, South African, and American).

Instrument
The research was carried out quantitatively through administering two questionnaires: one for
students and the other for teachers. The questions in the questionnaires were basically meant to
find out the impact of videos in a listening lesson with regards to whether they help learners with
note-taking skills and whether learners and teachers perceived videos to be better than audio
listening or not.

Whilst on the one hand teachers were to record their responses on a three-point scale:
Agree, Disagree, No answer; on the other hand, students were simple expected to either Agree
or Disagree. Before presenting data collected through the instrument discussed above, it is fitting
to discuss the questions in each questionnaire.

Teachers’ Questionnaire

The teachers’ questionnaire had a total of eight questions. The first question was meant to elicit
whether teachers agreed, disagreed, or had no answer in response to the statement: Students
have found video Listening classes interesting. It was important to establish whether teachers
perceived video listening to be generating any interest in classes. In the second question teachers
were to respond to the statement: Students are actively involved in taking notes. It has been
mentioned that one important outcome in the Listening course was note-taking which was
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important to establish whether it was being achieved or not. The third question elicited teachers’
perception on whether the tasks given were appropriate for the level. This was important to
know as the inappropriateness of the level may make any listening a failure, be it video or audio.
The fourth question solicited teachers’ perception on whether the time given was sufficient for
students to complete tasks. Similarly, insufficient time is likely to make either video or audio-
listening a failure.

In question five, teachers were asked to either agree, or disagree, or give no answer to
the statement: The quality of the videos is good. Teachers’ perception in this question was
important in further establishing whether the negative impact that video listening might have is
due to poor quality or not. Question six expected teachers to respond on whether video helps
the students to understand better. It has been pointed out that when video is used for listening,
care should be taken that it plays a facilitative role in aiding understanding. The seventh question
which meant to establish whether what video was offering could not be better achieved by, say
audio, elicited teachers’ response to the statement: Students learn better by watching video. The
last question simply solicited teachers’ perception on whether video listening is better than audio
listening. The next section discusses students’ questionnaire. The next section discusses
students’ questionnaire.

Students’ Questionnaire

Unlike teachers’ questionnaire, the students’ one had a total of eleven questions. In the first
guestion students were asked whether they are agree or disagree that they like listening classes.
This was to rule out the general dislike of listening classes against video listening per se. In the
second question they were asked whether video listening is interesting for them. Students might
like listening classes but find video listening uninteresting. Question three was meant to verify
whether students understand better by watching videos. This would be helpful in ascertaining
the positive impact of video listening. Question four was meant to find out whether students
considered tasks to be appropriate to their level. This was important to establish as it is among
the determinants of success for both video and audio listening.

Like the question posed to the teachers, question five required students to respond on
whether the time given to complete tasks was sufficient. Again, insufficient time to complete
tasks may have no direct bearing in the impact of video listening as such but on listening in
general. The sixth question required students to agree or disagree whether videos help them
learn better. This, again, was meant to confirm the impact of video listening in their learning.
Since the surveyed students were preparing for engineering studies and listening videos being
predominantly on engineering topics, the seventh question expected students to respond on
whether they perceived video listening to be a good opportunity to know about the engineering
field. Question eight was the same with the one posed to teachers on whether they perceived
the quality of the videos to be good.

Similarly, question nine solicited students’ response on whether they perceived video
listening to be better than audio listening. Question ten was meant to find out whether students
had learnt how to take notes. This was important to establish as video listening was adopted to
facilitate the attainment of this skill. The final question, similar to the previous one, required
students to agree or disagree that they could write a summary using the notes taken during
listening. This was further meant to confirm that students had acquired the note-taking skills.
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Procedure

These questionnaires were administered to participants towards the end of the term: the
eleventh week. Student questionnaires were administered by the teacher responsible for the
class. Each teacher explained to the students that the research was meant to get feedback so
that improvements where applicable could be effected on the Listening Component. However,
the questionnaire for teachers was administered by the researchers. Questionnaires were then
collected and results were analyzed in Table 1 (for teachers) and Table 2 (for students). That is,
the responses were then subjected to a statistical analysis of frequencies and percentages where
an item with the highest frequency and percentage represented the most significant.

Analysis and Interpretation
Table 1 below presents the consolidated results of the teachers’ perceptions about video

listening. Each question is analyzed according to frequencies (F) and percentages (%).

Table 1. Teachers’ Perceptions about Video Listening

Question No. Agree Disagree No Answer

F % F % F %
1 4 50 3 37.5 1 12.5
2 2 25 5 62.5 1 12.5
3 4 50 3 37.5 1 12.5
4 4 50 4 50 0 0
5 6 75 2 25 0 0
6 6 75 2 25 0 0
7 5 62.5 0 0 3 37.5
8 2 25 6 75 0 0

Question 1: Students have found video listening classes interesting. Responses for the first
guestion indicate that half the number of teachers agreed that students found video listening
classes interesting. Only 37.5% disagreed and 12.5% had no answer. This means that half the
number of teachers was not convinced that video listening classes were interesting because
those who had no answer could not be counted among those who were convinced.

Question 2: Students are actively involved in taking notes. On the question of whether students
were actively involved in taking notes, most teachers (62.5%) disagreed, which is in contrast with
only 25% who agreed —only 12.5% had no answer. This is problematic in achieving the important
outcome of note-taking and raises questions on the effectiveness of video-listening in fostering
the skill of note-taking.

Question 3: Listening tasks are appropriate for the level. Similarly, like question one, half the
number of teachers in question three agreed that the tasks given were appropriate for the level.
The remaining 37.5% and 12.5% respectively disagreed and had no answer. This again suggests
that half the number of teachers were not convinced that tasks were appropriate for the level.
If the level was indeed above, it might partly explain why most students were perceived not to
be actively involved in taking notes.
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Question 4: the time was sufficient for students to complete tasks. In question four, interestingly,
there was no teacher who had no answer; instead 50% agreed that the time given was sufficient
for students to complete tasks whilst the other 50% disagreed. This might mean that in half the
times, the time given was sufficient whilst in the other half, time was insufficient. This would
also mean that half the number of students was not able to complete tasks due to insufficient
time.

Question 5: The quality of videos is good. In question five, the overwhelming majority of 75%
teachers agreed that the quality of videos was good. Only 25% did not agree. This means that any
problem relating to video listening may have hardly risen from the quality of videos.

Question 6: Videos help students understand better. Similarly, in question six, 75% teachers
agreed that videos help students understand better. This means that the majority were positive
about the good impact of video listening in aiding understanding; only 25% did not think so.
Question 7: Students learn better by watching videos. Whilst 62.5% teachers agreed that students
learn better by watching videos in question seven, none of the teachers disagreed; on the
contrary 37.5% did not have any answer. This response is nonetheless in agreement with the one
in the previous question in the positiveness of the respondents.

Question 7: Video listening is better than audio listening. On the contrary, responses for question
eight indicate that the vast majority (75%) of teachers disagreed that video-listening was better
than audio listening. Only 25% was positive. This perception is in sharp contrast with the ones in
the previous two questions. This therefore means that even though teachers are positive about
the good impact of videos in aiding both learning and understanding; it is still outclassed by audio
listening.

Table 2. Students’ Perceptions about Video Listening

Question No. Agree Disagree
1 48 52
2 42 58
3 48 52
4 55 45
5 35 65
6 59 41
7 54 46
8 54 46
9 46 54
10 44 56
11 46 54

Question 1: | like listening classes. Although students’ response for question one on whether they
like listening classes or not is more or less leveled; at 52% those who disagreed are slightly more
than those who agreed. This means that students largely did not consider listening classes
interesting even though it is with such a narrow margin.

Question 2: Video listening is interesting for me. On the second question of whether video
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listening is interesting for students or not, the margin opened a little wider of those who at 58%
disagreed. This means that more students did not perceive video listening to be interesting.

Question 3: | understand better by watching videos. The response for question 3 on whether
students understand better by watching videos was the same with question one in that 52%
disagreed. This means that although a sizable number (48%) was positive, more students did not
consider videos to be enhancing understanding.

Question 4: Listening tasks are appropriate for my level. Response for question 4 on whether the
tasks given were appropriate to the level saw a shift of opinion where there were more (55%)
students who were positive than those who were negative. Again, 45% is still a sizable number,
but it is less than those who are positive. This means many students did not have problems with
the level appropriateness of the tasks.

Question 5: The time was sufficient for me to complete tasks. However, in question five the
majority (65%) of the students disagreed that time given to complete tasks was sufficient. Only
35% were positive. If such a number of students struggled to complete tasks, it would drain on
their interest for the subject.

Question 6: Videos help me learn better. Nevertheless, on the question of whether videos help
them learn better, in question six, 59% students agreed. Paradoxically, more students (52%) did
not consider videos to be aiding understanding whilst the majority seem to believe that videos
help them learn better.

Question 7: Video listening is a good opportunity for me to know about engineering field. As
mentioned earlier that the institution where the research was conducted is an engineering one,
in question seven, 54% students agreed that video listening gave them a good opportunity to
know about engineering subjects. Although it is not a very big majority, it is positive enough to
be noticed, showing that students are not absolutely negative about video listening.

Question 8: The quality of videos is good. Similarly, in question eight 54% students agreed that
videos were of a good quality. The remaining 46% should be a cause for worry in as far as the
quality of videos is concerned as they are closer to half the number of students.

Question 9: Video listening is better than audio listening. Notably, in question nine, 54% students
disagreed that video listening was better than audio listening. Only 46% thought that video
listening was better. This means that overall, more students preferred audio listening.

Question 10: | learnt how to take notes through video listening. On the question of whether
students had learnt how to take notes in question ten; 56% disagreed which means that video
listening had not helped many students learn the skill of note-taking. But 44% is not a small
percentage, which means a sizable number of students did benefit.

Question 11: | could write a summary using the notes taken during listening. Similarly, the last
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guestion (question eleven) that asked students whether they could write a summary using the
notes after listening; 54% disagreed. This means that only 46% could write summaries using
notes, which is understandable given that many of these students could not take notes during a
video listening lesson.

Discussion

Findings indicate that the majority of both teachers and students do not perceive video listening
interesting. The research, however, did not set out to establish the causes for lack of interest.
Nonetheless, although the level of lack of interest is not shared by the largest majority, we might
infer that since students were largely expected to take notes during all the video listening
sessions, the fact that the majority of teachers and students were of the perception that this was
not happening, it would invariably lower the interest level. Also, the fact that more than half the
number of students (52%) indicated that they did not like listening classes may result to a low
level of interest for video listening. In addition, Sokirkina (2010) has highlighted the fact that
students in Sultan Qaboos University, an institution with students who share the same profile
with those in this study, faced such difficulties in a listening class as failure to understand the
speech of native speakers; struggled with intonation patterns and sounds of the English language;
failure to distinguish similar sounds between the target language (English) and their mother
tongue (Arabic); and the challenge to hold the message in their auditory until it is processed.
These are most likely to affect not only the level of interest in the listening class but students’
ability to complete tasks. In fact, whilst half the number of teachers considers time allocated to
be enough for students to complete tasks, the majority of students (65%) do not think so. The
reality however, could be that time needed by students to complete tasks is far above the
required owing to these problems highlighted by Sokirkina (ibid).

Harmer (ibid) points out that among the problems encountered by learners in a listening
lesson is comprehension which may result from a more challenging task than their level. In this
research it does not seem to be the case as the majority of students felt that tasks were
appropriate for the level — even half the number of teachers concurred. This means the inability
for students to take notes was not resulting from the difficulty of tasks. The only possibility could
be the time given to complete tasks. Most students agreed that this was a problem, despite only
half the number of teachers agreeing. Nevertheless, as explained above, time to complete tasks
may have not been necessarily inadequate, but the generally perceived difficulty of a listening
course could be the cause.

It is interesting to note that whilst on the one hand both teachers and students consider
video listening to be helpful in bettering learning, on the other hand more than half the number
of students does not regard video listening to be fostering understanding as opposed to the
majority of teachers who think it does. The possibility could be that theoretically, students expect
to learn better through video listening whilst in reality they do not seem to improve in
understanding the listening material; whilst similarly teachers theorize that students should get
better understanding with video listening. This might be caused by tasks that require students
to listen but find themselves distracted by visuals. This could be solved by employing some of
the techniques suggested by Harmer (op. cit.) whereby for instance, the teacher covers the
screen so that students need only listen. In the study carried out by Hsu et al. (2013) among
elementary students about the effects of video caption modes on English listening
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comprehension, they report that listening comprehension did not improve. Whilst
acknowledging that their results are contrary to many carried out among tertiary students, they
reasoned out that the possibility for their results lies in the fact that elementary school students
have lesser English vocabulary compared to university students. It is possible therefore that the
vocabulary in the videos was slightly higher than most students’ level.

Furthermore, it appears that video listening is not successful in helping students with
note-taking skills. There are many possible reasons why students were unable to successfully
master note-taking through video listening. One reason could be that visuals made it difficult for
them to watch and take notes at the same time. This is especially possible when considering the
fact that both visual and audio messages need mental processing before they can be written,
which would require more time if they are presented at the same time. It therefore becomes
difficult to view and write at the same time, but easier to listen and write because eyes are
needed for both writing and viewing but not for listening. One solution to this could be to use
audio materials exclusively so that students would be trained in listening and writing. Visuals
could then be added to create context. In fact, when considering that a typical lecture does not
have much visuals except the lecturer who uses writing equipment such as whiteboard, or
projects notes through overhead projector or data projector, training students to take notes
would therefore require that they are familiarized with a lecture discourse which is accessed
through listening. Furthermore, Engin et al. (2016) acknowledged the usefulness of out-of-class
video input although students still needed in-class teacher explanations. Therefore, it is possible
that teachers expected students to learn through videos on their own whereas students needed
teacher explanations.

Most notably, the research established that students and teachers perceived audio
listening to be better than video listening. This is albeit the benefits that teachers and students
recognize, such as helping them access engineering subject matter and helping them learn better.
In other words, video listening is not altogether a failure, but the move to replace audio listening
must have been premature or misinformed. In fact, Scrivener (ibid), Harmer (ibid), and Wilson
(ibid) seem to suggest that listening lessons should have variety which video listening appears to
offer, but have not argued for the total replacement of audio listening. Notwithstanding, in a
study conducted by Herron et al. (2016), it was found that students who were exposed to a video-
based instructional package performed better in listening skills and grammar knowledge. This
means that the perception that students and teachers have about audio listening being better
than video listening does not find support in other research studies such as Lee’s et al (2015) who
praise the use of videos for its ability to enhance listening comprehension in a foreign language
classroom.

Those who supported the replacement of audio listening with video listening in the
institution where the study was conducted argued that when students attend a lecture, they are
expected to take notes as the lecture is presented live with the lecturer present in person, which
is not the case with audio listening. In other words, they argued that such a situation could be
mimicked by a video lecture. What they failed to consider is that a lecture is a two-way
communication where the lecturer can pause for clarifications and could respond to students’
queries as the lecture progresses, which is not possible with video especially when viewed by
approximately twenty students or more.
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Conclusion

The research set out to establish whether the move to replace audio listening with video listening
benefitted students especially in helping them acquire note-taking skills. Overall, the general
perception of video listening is not negative, but preference is for audio listening. Such
preference could be interpreted as reflecting students’ inability to master note-taking skills that
video listening ought to have facilitated. In fact, it appears that the expectation for video listening
to help with attainment of note-taking skills was misplaced. That is, video listening is most likely
to be a hindrance given the fact that viewing and writing require students to use their eyes
simultaneously which put undue pressure on writing what has been viewed and heard at the
same time. However, because most recent research supports the use of videos and reports
positive findings, there is a need to further interrogate the preference for audio listening. Perhaps
an experimental study may indicate whether this perception is in sync with actual attainment or
whether it is a matter of paradigm shift resistance.

In the light of this, it is recommended that further research with an experimental design
be conducted in order to establish whether it would be appropriate to propose that listening be
carried out predominantly through audio materials especially when seeking to train students to
take notes. Undoubtedly, video listening should still be utilized in such instances as exposing
students to subject matter that require explicit context for clarity purposes. Video listening would
also be beneficial is creating variety, but should be utilized with appropriate tasks that match
input; i.e. tasks that could be achieved better through audio listening should not be set for video
listening.
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Abstract

This paper outlines the rationale for and the purpose of designing a thematic project based on
themes of history of Greek philosophy for bilingual students in Greek primary education. More
specifically, it presents a descriptive account of a thematic project to be introduced with the aim
to develop not only L2 skills of immigrant children attending Greek primary schools but also their
knowledge about the history of Greek philosophy within a multimodal context. The importance
of such a project stems from the growing number of bilingual students in Greek primary
education because of the fact that Greece has been an immigrant receiving country for the last
two decades. The proposed project aims at promoting aspects of the history of the Greek
philosophy and developing the language skills of bilingual students in Greek as a second language
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through their participation in various inquiry and creative writing activities as well as in activities
of intergroup conversation and oral presentations. Given the fact that most of the content-based
practices in Greece focus on a combination of language development with a typical school
subject, this project is suggested to include themes of Greek philosophy and more specifically
some of the most representative Philosophers so that bilingual students can raise their
awareness of the era of philosophical research in Greece. For the evaluation of the effectiveness
and feasibility of this thematic project, the researchers propose three methodological tools; a) a
pre- and post- test to examine the language development progress and students’ knowledge
about the history of Greek philosophy, b) teacher’s/researcher’s journals and c) students’
portfolios.

Keywords: Second Language, Clil, History of Philosophy, Communicative Skills .

Introduction

Greece has been the host country of immigrant populations for the last two decades while the
growing number of bilingual students in Greek education constitutes an additional challenge for
teachers and the country as well (Papadopoulos & Griva, 2015). This fact has been in accordance
with the tries of the Greek state to help these populations through the practices in the Greek
schools while CLIL is believed to be a very popular and helpful methodology that can serve
beneficially for these students (Papadopoulos & Griva, 2014).

However, most of the CLIL programs in Greece have come to include mainly the typical
school subjects and they do not cover themes of “Greek philosophy” despite the fact that
students engagement in philosophy and philosophical research can lead to cognitive
development especially when it has been already proved that CLIL is a dual focused methodology
than can develop students’ language skills and the knowledge of the subject studied.

Although philosophy holds emblematic place in the global civilization, in its birthplace
(Greece) students are deprived of any contact with the philosophical thought within the
educational system. The international literature dissociates whether children can deal with
philosophy or not (Nikolidaki, 2005). The approach P4C (Philosphy for Children) has indicated
advantageous outcomes concerning the engagement of children (4-12 years old) with the
philosophy as a research and interactive process (Theodoropoulou, 2013). This paper does not
aim to highlight the arguments of both sides as it approaches philosophy as a cultural element
with which bilingual language students have to come into contact learn about and understand
the offer of Greek thought in European culture.

“Philosophy” can be a vague definition which many people and especially young students
are familiar with. However, with the help of the teacher, the students can approach it as a
reflection on their thinking ability development and discover its logical sequence. Furthermore,
dealing with important philosophers, students can understand the importance of rationality in
the formation of Western civilization, the difficulty of the definitions of concepts and the
importance of this process and the important role of carefully listening to a dialogue-
philosophical or not.

The Proposed Project
Rationale and the objectives of the project
The proposed project is to be implemented in primary schools of Larissa (Central Greece), where
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there are a large number of immigrant children of Albanian origin. Having considered the
feasibility of CLIL approach in international studies (Stoller, 2004; Linares & Whitaker 2007;
Mehisto & Asser, 2008) and in national ones (Papadopoulos & Griva 2015; Griva et al, 2014a;
Griva et al, 2014b; Griva & Kasvikis, 2014), we propose a thematic CLIL project based on Greek
philosophy. Furthermore, the limited number of studies carried out as well as projects
implemented in Greece with Greek as a second language (GL2) as a medium of instruction was
another reason for proposing this project (Papadopoulos & Griva, 2015).
This educational intervention aims at developing students’ second language skills and
enhancing their awareness of the Greek philosophy.
More specifically, the CLIL project is being introduced to serve the dual aim of:
e Developingimmigrant students’ productive language skills (speaking and writing) in Greek
as a second language
e Enhancing immigrant students’ awareness of the Ancient Greek philosophy and the
representative philosophers of antiquity.

Design of the Project

This CLIL module is designed in the form of topic-based sessions in which students will be engaged
in inquiry and creative writing activities as well as in conversations and presentations regarding
tasks that will have to carry out throughout this program about the Greek philosophers.

In this framework, the expected learning outcomes involve the development of the
students’:

i) Cognitive skills, through the students’ engagement in inquiry and knowledge-based
activities about the Greek philosophers and their theories. Students will develop their awareness
in terms of Ancient Greek philosophy, through their engagement in content-based activities
about the teachings of ancient Philosophers that have been a part of Greek culture and
education.

ii) Communication skills, through their participation in creative writing activities,
intergroup conversations, investigations and oral presentations where students will be asked to
express their views using Greek as a medium of communication in authentic situations.

The Philosophers of this proposed project were selected on the basis of including the
most representative ones. Philosophers that were selected for this program are important figures
that constituted milestones in philosophical thought. Their “brightness” goes beyond the Greek
borders and makes them personalities with a global focus which influenced and continues to
influence the thinking of each nation. They are a constant reminder that the thought and
knowledge know no borders but they are developed and enriched by passing from people to
people. Students, who will participate in it, will have the opportunity to come into contact with
important personalities of antiquity, with their lives and their teachings through a foreign
language.

This proposed project will be delivered in 4 units encompassing an introduction to Greek
philosophy and 3 well-known Philosophers of Greece.

Introduction to Greek Philosophy
Students will be introduced to Greek philosophy through the activities that have been designed
by the teachers of this action research. They will realize its importance in the Greek history and
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they will be provided with information useful for the continuation of this programme. This part
of the proposed program is very important as it aims at activating the background knowledge of
students, introducing them in the thematic area of Ancient Philosophy and placing special
emphasis on the important philosophers that students will focus on in a later stage of the
program.

Thales from Miletus (640 or 624 BC - 546 BC)

The students will have the opportunity to learn about the oldest Pre-Socratic philosopher, the
first of the seven sages of antiquity, mathematician, physicist, astronomer, engineer,
meteorologist and founder of the lonian School of natural philosophy in Miletus. Based on the
information of his life, they will be engaged in inquiry activities that can help them realize that
the philosophers who followed chronologically consider Thales as the first Greek philosopher.
Thales had come to have all the characteristics of the first investigator, trying to dispel the
darkness of myths and prove the causes of natural phenomena. Lastly, it is worth mentioning
that the lonian philosophers inspired by the spirit of Thales pave the way for Western science.

Socrates (470 BC or 469 BC - 399 BC)

Throughout this unit, students will develop their knowledge about the Greek Athenian
philosopher and one of the most important figures of world thought. He has been a milestone in
the history of philosophy, which is evidenced by characterizing the philosophers who lived before
him as pre-Socratic ones. His work consisted of numerous philosophical dialogues - recorded
mainly by his pupil, Plato- which were based on the maieutic (obstetrics) method for the
emergence of truth. The thought and the way of life that was also in accordance with his
teachings, fertilized the thought of important philosophers, both ancient as Plato and Aristotle
and modern ones.

Aristotle (384 Stagira - Halkida 322 BC)

The bilingual students will participate also in the unit focusing on this ancient Greek philosopher
that dealt with many sciences. At the age of 17, an apprentice at the Academy of Plato, was
closely linked to his master and had remained close to him for almost 20 years. After the death
of Plato, he left Athens and on the orders of Philip, undertook the teaching of Alexander the
Great. Aristotle is the cornerstone of Western civilization and is regarded as the homo universalis
that deals with almost every aspect of sciences and knowledge: physics, biology, zoology,
metaphysics, logic, ethics, poetry, theater, music, rhetoric, policy. Aristotle organized and
officially lays the foundations of Western thought.

Implementation

The project is designed to include 20 intervention sessions focused on the thematic area of
“Greek Philosophers”. Special emphasis will be placed on the creation of an environment in which
research, communication and active participation will be the basic characteristics while a
pleasant and creative learning environment, where students actually could develop personal and
interpersonal skills (Papadopoulos, 2014) is among the aims as well. Thus, students will have the
chance to come into contact with some of the Greek philosophers of antiquity, analyse, examine
and present information that they will find out and they are aimed to create a context with
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collaboration, interaction and communication.
This pilot project is to be carried out through three stages:

a) Pre-stage

The focus of this stage will be stressed on activating students’ background knowledge. Before
starting, the teacher will introduce students in the lesson by activating background knowledge
and motivating students by introducing the target Philosopher. There will be used multimodal
educational material to initiate discussion, such as power point slides, videos and pictures of the
philosophers. Meanwhile, the students will be encouraged to express their queries, interact and
participate in initial discussions about the Greek philosophers while coming across the necessary
vocabulary.

b) Task-circle
Throughout the main stage of every session, the students will be placed in the center of the
learning process being provided with opportunities for communication and interaction with the
classmates and the teacher. They will be involved in various inquiry-based activities and have the
opportunity to investigate, collaborate interact and communicate with each other, while trying
to “discover” a new philosopher each time.

Following are stated the activities that students will participate in while the teacher will
act as facilitator by easing anxiety, creating an enjoyable learning atmosphere and encouraging
the children’s interaction, creativity and use of imagination.

Among the activities the students will participate in are:

e Creative writing activities, in which student will think creatively and critically writing their
own stories placing themselves in as heroes and figures of the era studied each time.
Besides creating a safe and stress-free environment for language use and development,
creative writing activities can help students’ cognitive development as they can decrease
the “emotional filter” and students do not feel stressed and they gain knowledge.

e Game-based activities, in which students will learn about the Philosophers being engaged
in physical and board games whose role has been proved to be beneficial for the language
development and the knowledge acquisition in many studies (Papadopoulos & Griva
2015; Papadopoulos et al., 2014; Griva & Semoglou, 2013). Bilingual students may
develop their listening comprehension while listening to the rule of the games and their
speaking skill while playing and interacting with their coplayers (Papadopoulos & Griva,
2015; Griva & Chostelidou, 2012)

e Dramatizations as learning a language is reasonably considered as an important process
and a unique experience for both old and young students and dramatization of stories
was proved to be beneficial (Papadopoulos, 2014). Positivity, motivation and
encouragement of students are a necessary characteristic for students to pursue and
achieve the best possible language outcome (Arnold, 1999; Tomlinson, 1998c, 1998d)
while the dramatizations of stories and the philosophers teaching can constitute a context
in which language is used, developed and understood by students (Krashen, 1985).
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e Task-based activities because they constitute an entirely natural way to learning by doing
rather than by memorizing sentence patterns (Nunan, 2002: 23). Also, a task-based
activity allows students’ working on meaningful tasks and use language to accomplish
those tasks’ (Hudelson, op. cit.) offering chances for cooperation and interaction with the
classmates (Papadopoulos & Peiou, 2014) while this kind of activities are implemented
effectively in CLIL programs in Greece (Papadopoulos & Griva, 2015; Griva & Chostelidou,
2012).

c) Follow-up stage

The focus of the follow up stage will be on the provision of teachers’ continuous feedback
and students’ reflection on the learning process as well as on recycling certain specific
vocabulary. After students’ engagement in activities based on each Philosopher, the teacher will
try also to engage them in discussions based on what they will have read in an environment
where reflection is of major importance. Also, students in this stage will be motivated to
transform their own knowledge and what they will learn through each session and produce their
own texts, passages, videos and so on. People use an array of communication strategies from
which they choose in situations where persuasion is necessary and in this stage, students are to
enhance their creativity by producing their own texts and by integrating elements that they will
have learnt or examined during the above mentioned procedure. Of course, the continuous
feedback of the teacher and the interaction of students on the “Greek Philosophers” theme with
each other will help them use Greek as a Second Language competently as a tool of authentic
communication.

Evaluation of the Project
a) a pre- and post- test of Language and Philosophy

For the estimation of the efficacy of the CLIL project in relation to content and the target
language (GL2), there will be used a pre-test at the beginning of the programme and a post-test
after the completion of it in order to identify the students’ cognitive level related to aspects of
Greek Philosophy, as well as their competence in GL2. Students’ will be asked to choose the
correct answer in multiple choice activities, crosswords, matches and creative writing activities
as game-based activities are an effective way to evaluate students’ performance (Papadopoulos,
2014).

b) The journal of the researcher/teacher

The journal keep will constitute another methodological tool that will be used by the
researchers/teachers because of the fact that it is a very effective tool to assess experimental
and educational interventions organized by teachers (Altrichter et al, 1993; Papadopoulos &
Griva, 2014; Griva & Chostelidou, 2012). The researcher will keep notes and recordings after each
teaching session putting special emphasis on the students’ continuous examining and
guestioning themes of Greek philosophers. The structure of the journal will be based on the
"questions to guide reflection journal entries” of Richards & Lockhart (Richards & Lockhart, 1994:
16 -17) as follows:

More specifically, the first focus-area will consist of three questions about the objectives
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set a priori by the teacher and the extent they will be fulfilled. Also, it will include questions about
the teaching material that will be used and it will examine their effectiveness. Finally, it will also
focus on the forms of communication among the students and between the students and the
teacher.

The second area is related to the students’ attitude and participation, including a question
about the attitude of the students at the beginning, during and at the end of the activity in
response to the educational needs of students. The final area is related to an overall estimation
of the instruction and it will contain two questions on possible problems that may arise as well
as the points that the teaching will have gone well, always giving possible explanations by the
teacher with supplementary proposals to improve the teaching sessions.

The structure of the journal that is proposed is presented in the following table:
Teacher’s/Researcher’s Journal

a) Questions about instruction 1. What objectives did | set?
To what extend did | achieve
them?

2. What teaching material
did | use? How effective were the
teaching aids?

3. What forms of
communication among students
and the teacher were used?

b) Questions about students’ attitude 1. Which was the students’
and participation attitude at the beginning, middle
and at the end of each activity?
How did | react?

c¢) Questions about the general 1) What went well and what
estimation of the instruction. did not? Why?
2) What could | change?
Why?

c) Students’ Portfolios
Students’ portfolios will also be a methodological tool throughout this project that can
help students’ self-assessment. Keeping portfolios, recording your strengths and weaknesses and
keeping games, constructions, stories and poems in folders is believed to be advantageous for
language learners. In fact, portfolio keeping was chosen thanks to their beneficial role on
students’ thinking abilities and the development of organizational ones that may be useful for
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students’ future life (Papadopoulos & Peiou, 2014; Wade & Yarbrough, 1996). As for the language
and cognitive field, keeping portfolios in the language class has been proved to be advantageous
and help students develop meta-cognitive skills (Brown, 2002; Young, 2002).

Concluding Remarks

Through this proposed project, we expect that the children can exhibit both linguistic and
cognitive development. This program encompasses themes of Greek philosophy and aims at
developing the language skills of L2 students in Greek as a second language within a CLIL context
with content about Greek philosophy. Although most practices for immigrant students focus on
their language development it is of utmost importance for these populations to be engaged in
culture-based learning environments related to the culture of the host country.

Immigrant students in Greece which is the birthplace of Philosophy will have the
opportunity to “navigate” through the philosophical research and develop their communicative
skills and their knowledge in the history and the evolution of Greek philosophy.

The project encompasses a variety of functional activities such as comparisons,
discoveries, problem solving and interaction. Through them, students are aimed to develop
receptive and productive skills but on top of that, the themes function as vehicles for
contextualizing L2 in a way which makes sense to the L2 learners while the language input is tried
to be not only comprehensible, but also memorable.

The task based activities are ideally addressed to L2 learners because they present an
entirely natural way to learning by doing rather than by memorizing sentence patterns (Nunan,
2002: 23) and content. Greek philosophy which the immigrant students may not be aware of can
become a meaningful task that students will work on, they will realize how language works in
authentic situations and they will interact and collaborate with their classmates using Greek as a
medium of communication.

Also, the creative and game-based activities enhance the multimodal learning
environment in which students will try to develop language and their cognition and it can
constitute the ideal environment in which touch of languages and cultures can be achieved. The
students will be offered rich and meaningful input about Greek philosophy in a language that is
not their mother tongue. So, in such a context, students will feel free and relaxed and they will
be not concerned with the errors that are very possible when dealing with an unknown content
and especially when it is given in another language while they will also pay particular attention
to the continuous feedback of the teacher and their classmates.

Finally, this proposed project has been designed to be in accordance with the process of
Greece to comply with the European plans for multilingualism and multiculturalism. The
immigrant students who come to Greece will be offered a wide range of input that is related not
only to language but to culture of the host country generally. Without any try and fear of losing
their national identity and touch, bilingual students can develop their being open to other
cultures and know the others while Greek schools try at the same time to develop the Greek
students’ multicultural awareness so that they can create an environment with constructive
interaction and collaborate among nations starting with the foundations, the children.
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Abstract

This paper, entitled ‘The contribution of literature in literacy development: the example of the
Modern Greek Language textbook of the Third Grade of Junior High School’, studies the textbook
of the Third Grade of Junior High School with reference to the included literary texts and their
contribution to the achievement of language literacy. After a brief theoretical section, which
focuses on the concept of literacy and the relationship of literature and language teaching, the
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relevant references to the goal-setting of the Language course through Integrated Inter-Thematic
Framework of Study Curricula -DEPPS-, Detailed Study Curriculum -APS-, Educational Directives
and New Curricula are recorded. Then, the literary texts of the language textbook are presented,
categorized according to generic criteria, and their association with the language teaching-
related goal-setting of each section is investigated. For this association, elements of Geometric
Analysis (linkage of content - teaching options - goal-setting) are utilized for the first time. The
processing and analysis of the data lead to the finding that literature contributes to the
achievement of literacy, defined, however, within the broader educational and socio-cultural
context.

Keywords: Literature, Literacy, Textbook, Junior High School.

NepiAnyn

H epyaoia pe titAo: H cupBoAr tng AoyoTexviag oTnV avamntuén Tou ypaupaTIoHoU: N mepimtwon
TOU OXOAKOU eyxelpldiou tn¢ NeoeAAnvikng Mwooag tng I Fupvaciou HEAETA TO OXOALKO
gyxepidlo tn¢ Nwooacg tng I N'upvaoiou pe onueio avadopdg Ta eUNMEPLEXOUEVA AOYOTEXVLKA
Kelpeva Kal tTn cUPBOAN TOUC OTNV KATAKTNON TOU YAWOGOLKOU YPAUHUATIOHOU. META TN oUvToun
Bewpntikl MAALClWON TIOU EMIKEVIPWVETOL OTNV £VVOLO. TOU YPOAUUOTIOHOU Kol Tn OXEon
Aoyotexviag kal yYAwoolknG dibaokaAiag, kataypadovtol OXETIKEG avadopEg otn otoxobeaia
ToU padnpuartog tng Nwooag péow tou AEMNZ, ANZ, twv Ekmadeutikwv Odnylwv kot Twv NEwv
Mpoypappdtwy Imoudwv. ITn CUVEXELA TTAPOUCLA{OVTOL KATNYOPLOTIOINMEVA HE €LOOAOYIKA
KPLTAPLA TOL AOYOTEXVIKA KELHEVO TOU YAWOOLKOU gyXeLpLdiou Kal Slepeuvatal n oUVOECH TOUG e
™ YAwooodldaktiky otoxoBeaoia kabe evotntag. Na tn cuvdeon autr aflomolouvtal oTolyeia
NG YEWUETPLKNG avaAuong (ouvdeon mepleXOUEVWV- SLOAKTIKWY eTmAoywv-otoxoBeaiag) yia
npwtn ¢opd. H enefepyacia kat n avaluon twv debopévwv odnyouv otn dlamiotwon OtTL N
Aoyotexvia CUUBAAAEL TNV KATAKTNON TOU YPAUUATIOMOU 0ploBeTnéVou, OUWGE, OTO EUPUTEPO
OXOALKO KOl KOWVWVLKO-TIOALTIOLKO CUYKELUEVO..

NEEELGKAELBLA: AoyoTeXVia, YPOUUATIOMOC, OXOALKO eyXELpidLo, NTupvaaoto.

Etcaywyn

O veodtepeg mpooeyyloelg otn SLdaktiki tng YAwooag, 0nwe kataypddovtal T0co ota BeoLKA
kelpeva (NZ/ANZ) ywa tn SbaokaAia tou pabrupatog¢ 6co kot otn Slebvhy emoTnUOVIKA
BBAloypadia, divouv mAéov €udacn otnv UMAPEN UG oUVEXWS SLapopdoUpEVNG TIOLKIALOG
HOPdWV KELUEVOU TIOU PEPVELTA ATOUA-LAONTEC AVTLLETWTTA LE L0 KATAOTOON N OTIOLAL ATTALTEL,
yla TNV TPOCEyylon KoL TNV KOTOvONon TNG, YAWOOLKEG, ETIKOWVWVLIOKEG KOL KOWWVLKEG
6e€lotntec. H yAwoowky didaokalia €xel wg okomod tnv €€EALEN Twv POONTWV O KPLTLKA
OKEMTOWEVOUC TIOALTEG, oL omoiol Ba pumopouv va eAéyéouv kat va Slaxelplotouv tn {wn Toug Sld
Tou AOyou Kot va glval oe B€on va cuvSLAPOPPWVOUV KPLTIKA TO TIOALTLKO, KOLWVWVIKO Kol
TIOALTIOULKO yiyveoBat (yia tTn oulntnon yupw amo to KEWMeVIKA £(6n BA. Anuaon, Zoxwidou,
2014: 133-145).

H BewpnTtikn mAaloiwaon tng mapoloag EpYaciag EMIKEVIPWVETAL 0TNV LS aywYLKr) TOU
YPOUUATIOMOU PE BAon Ta KELWEVIKA £(6n TOU okoSOUEL €va MAAICLO apXwWV KOl TPOKTIKWY
YPOUUATIOMOU, TO omoio Baoiletal og SU0 KUPLEG TAPASOXEC: avayvwpLlel, KatapxnV, we Baoikn
povada mpoodloplolol TOU YPOUUATIOMOU TO KELUEVLKO £160¢, 0w auTod SlapoppwveTal anod
TO EKAOTOTE KOLVWVIKOTIOALTIOMLKO OUYKEIMEVO Kol Opillel w¢ KUPLO MECO KOTAKTNONG TOU
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OXOALKOU YPOUUOTIOMOU TNV EMeEepyacio KAl TNV MOPAYWYH TWV YPATITWY, KUPLWG, KELLEVIKWV
€6WV Tou BewpolVTAL CNUAVTIKA Ylo TOV TIPOoSLopLoMO Kol Tn HETAdoon TNG yvwong o€
TOLKIAOUG emioTnuovikoUG Topelg (Cope & Kalantzis 1993 Anuadon, 2012: 27-28- Kress, 1987).
Mé€ow aUTAG TNG MPOCEYYLONG KABLEPWVETAL £VOC LOOTLLOG SLAAOYOG ETALY TNG KOUATOUPOG Kal
ToU AOYoU TNG OXOALKNG ekmaibeuong w¢ Beopol adevOg Kal TG KOUATOUPAC Kal TOU AOyoU TwV
Habntwv adetépou (Anuaon & Zoaxwibou, 2010: 1-17). Autd onpaivel MwG oL TeAeutaiol
efolkelwvovtal He Ta OLadOPETIKA KELWMEVIKA €(6n TOU KUpLAPXOUV OTNn OXOALKN) TOUG
EKTIALOEVON, TPOKEWWEVOU va  ouveldnTomoljoouv T OepeAlwdelg Sladopeg peTaty
podopLkoU Kal yparmtou Aoyou, aAAG Kal TIG SLopOpETIKEG YAWOOIKEG SOUEC BAOEL TWV OTOlWV
OPYOVWVETAL N YAWOOO TWV YVWOTIKWV OVTIKELLEVWV Ta omola Sidackovtal (Pappas & Zecker,
2006).

210 mAaiolo autAg tng Bewpnong ¢ YAwoolkng StdaokaAiag avamtuooeTol Kal N
TipoBANUATIK yla tn B€on tng Aoyotexviag og éva YAwooLko mpoypappa ortoudwv. Ocov adopd
™V eAnVIKN ekmaideuaon, n duvatotnTa KoL 0 TPOTIOG AELoTOoiNoNG AOYOTEXVIKWVY KELWEVWY OTN
Si6aokalio TNG/TwWV YAWOoOoAG/ WV YEVIKA Kal ELSIKOTEPA TNC VEAS EAANVIKAG OTIWE OITOTUTIWVETAL
oTa -KOTA TEPIMTWON XPNOLUOTIOLOUEVO- OXOAIKA €yXElpldla €XEL QATOTEAECEL TO ETUKEVIPO
ETOTNHOVIKWYV oulnTthoswv Kal apdlofntiocwv (BA. evdelktika: Ayyelakog, 2006, AavinAidou,
2007, lopdavidou, 2006, Ntivag & =ZavBomouAog, 2010, TooAdkng, 2006, XatlnoaPPidng,
XapalapmnomnouAog, 1997).

H mapouoa epyacia, BacllOHevn 0To OXETIKO SLAAOYO, E0TLALEL OTN UEAETN TOU OXOALKOU
eyxepdiov NeoeAnviking Mwooag tng I lTupvooiou pe onueio avadopag ta £idn Twv
EUTIEPLEXOUEVWY AOYOTEXVIKWYV KELLEVWV, N LEAETN TWV OTIOLWV CUVOPTATAL LLE TIC EPWTNOELS KL
TIG epyaciec-6paotnpLOTNTEG MOV Ta cuvoSelouy, apBpwvovtag Tn ddakTikr evotnta. Me tnv
TIPOCEYYLON QUTH ETUXELPELTAL N AMOTUTIWON TWV YAWOCGOSLOAKTLKWY OTOXWV KL TNG oUVADELAG
TOU TIEPLEXOMEVOU Kal TwV SLOAKTIKWV ETAOYWV UE TN okomoBeoia-otoxoBeoia tou pabriuatog,
OTwG SLatuTtwVETaL ota avtiotolya Beopikd keipeva. AEMMNZ - AMZ (2003) kot véo (2011), kaBwg
Kal eKmaldeUTIKEG odnyleg peAeTwvtal, €miong, 0cov adopd tn B€on Tng Aoyotexviag otn
SbaokaAia tng NeoeAAnvikn¢ YAwooag oto N'upvaato.

Noyotexvia Kat NMwoowkn AtbackaAia®

H a&lomoinon tn¢ Aoyotexviag otn YAwoolkn StdackaAia anacxOAnoe apKETA TOV ETLOTNLOVLKO
StdAoyo. OLouvnBéotepeg SLadwvieg wg mPog TN XprAon TNE yLo TNV LKAVOTIOLNGCN TWV OTOXWV TNG
SbaokaAiag TG YAwooag, Owe autol kataypddovtal -Katd nepintwon- ota OEoUIKA KELUEVQ,

3 H pehétn twv oxoMKOV eyxelptdiwv yio tn Stdaokadia TN eNANVIKAC YADOOOC, Kol HAAOTa autdv T MpwtoPdduac
Exmaidsuong, avadelkvUeL pia opeia mou akoAouBel TIg emotnovikég amdels: and ta eyxelpidia Sidackaliog tng yAwooag
ta onoia edpdppolav tnv mapadootaky péBodo (BA. Mrtong, 2002: 133-136) Kal TwV OMOIWV TA TEPLEXOUEVA OUOLACTLKA
arotehovoav Aoyotexvikéc avBoloyieg SlapBpwpéveg oe aflakoug dfoveg pe kUpla onueio avadopdg tov €Bviko, Tov
BpNOKEUTLKO Kal ToV KowVviko Bilo (BA. Anudon, 1990), ota eyxelpidia TG SOULOTLKAG TIPOCEYYLONG KAL TWV KKATAOKEUOCUEVWVY
KELMEVWV YL TNV EEUTINPETNON CUYKEKPLUEVWY YAWOCGOSLEaKTIKWY aTOXWV (BA. BouyloUkag, 1994), oTa MEPLEXOEVA TWV OTIOLWV
ekdpaotnke N mMARpnG apdbLoBitnon thg B€ong tng Aoyotexviag oto YAwooilko pabnua, kot tehog ota eyxelpidia Sidackaliog tng
NeogAAnviknG YAwooag ta omola S16aokovtal crUepa, akoAouBouV TIC apXEG TOU YPOUUATIONOU KOl TWV TIOAUYPOUUATIOUWY
Kal ota ornoia n Aoyotexvia alonoleital unod nPolTMoBETELS, TPOCPEPOVTAC KEIUEVA EVIOOGOUEVA OTLG TOELVOULEG KELUEVWYV YLa
oXoALKr)/8L8aKtikr xpron.
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umopoUv va cuvoPLoBoulv ota €€NG: N Aoyotexvia e€attiag Tng SOULKNAG TTOAUTTAOKOTNTOG KL TNG
HOVASIKAG XPNong TG YAWooag tng, oAU Alyo OUVELODEPEL OTNV EMITEVEN TWV OTOXWV TOU
adopouv ) ddackaAla TNG ypauUaTIKAG (avadopikd e Tn Siéaokalia el8IKOTEPA HLag EEVNG
vAwooag). H Aoyotexvia, emiong, ouxva avtavakAd pia wdlaitepn moOATOUk) avtiAnyn,
ETIOUEVWG, O €va €VVOLOAOYIKO eminedo pmopel va eival SUoKoOAN yla toug padnteg (Turker,
1991: 303).

Ot poBAnuatiopol autol 06fynoav otnv avantuén BEcewy Kal EMLXELPNUATWY VLA TOUG
AGYOUG KaL TOUG TPOTIOUG TNEG OUCLOOTLKIG KOL ATOTEAECUATIKAG afLlomoinong tng otn SidaokaAia
™¢ YAWooag.

MeA£teg oL omoleg dnuootevtnkav tnv tTeAeutaia dekaetia avadépouv Técoeplg Adyoug
TLOU GUVNYOPOUV UTIEP TNG ETUAOYNAG AOYOTEXVLKWY KELUEVWVY OTN SLAUOPPWON TIEPLEXOUEVWV TOU
YAWOGOLKOU LoBALATOG KoL CUVOEOVTAL LUE TO YEYOVOC OTL N AoyoTeyvia, o) amoteAei ueyainc aéiog
avdevtiko vAko (Valuable Authentic Material), 8) cuuBaAAel otnv evioyuon tn¢ MOATIOULKIC
ouveibnonc (Cultural Enrichment), y) ocuuBdaAdel otnv evioyvon tng yYAwooikn¢ ouveibnonc
(Language Enrichment) kat 6) evBappuUvet tnv nmpoowrtiky eunmAoky tou uadntrn (Personal
Involvement) [Paran, 2008- Barin, 2007 (oto Mapkdtn, 2015: 212-213)- Cruz, 2010: 12
Hismanoglu, 2005: 54].

Elval onuavtikn, emopévwg, n oupBoAn tng Aoyotexviag otnv avamtuén Ttou
YPOUUATIOMOU €V YEVEL aAAA Kol TOU KPLTIKOU ypoppatiopol olaitepa, Sedopévou otL
TIPAYUATEVETAL CUXVA KOWVWVLKA {NTHHATA Ta oTtoiat CUVOEOVTAL E OXETIKA TPOSNAQ aflakd Kot
LOEOAOYIKA OTOLYELD TAUTOTATWY TWV UTIOKELMEVWV TNCG ypadng Kal ouvemakoAouBa tng
OVAYVWONG, OTO KOTA TEPIMTWON KOWWVLKOTIOALTIOMIKO CUYKELUEVO TNEG OVAYVWOTLKAG TIPAENC,
Kall £T0L TPOodEPOVTAL YLOL VA Q0K GOUV OL LOONTEC TG AVAAUTLKEG KOl KPLTIKEG SEELOTNTEC TOUG
(Lukin, 2008- Maxim, 2009). H BepatoAoyia Twv AOYOTEXVIKWY KELWEVWY, UE AAAA Adyla, HEoa
aro T SlaxpoviKh Kal Tn ouyxpoviki tng didotaon, Stacdalilel ) Snuwoupyia KwvnTpwv
avAayvwong Kal Propet va anoteAécel Tnv adetnpia yia tn dnuoupyia sukaplwv oculntnong,
avtutapdBeong kat kpttikAg okePng (Khatib & Rahimi, 2012: 33-34- Llach, 2007).

Méow Tng Aoyotexviag, OMwE miong Kal TOU TTOALTLOMOU, Ol HaBNTEG avamTtuooouy pia
olkela olvdeon Ue TN YAwooa-otoxo, kabwg kabiotavtal evApePOL yla To TIOCO auTh anoteAsl
€va {wvtovo cUOoTNUA TO OTol0 IPOCcAPHUOLETAL OUUPWVA LUE TIG AVAYKEG TWV GUOLKWV OUANTWV
™NG. Zuveldntomolouv tn Slemidpaotikr) tpododotnon/avatpododotnon HETAEY TwV YAWCOOWV
Kall TwV TIOALTLOHWwVY o€ éva emtinedo cupfoAikwy dtadikaotwy (Cruz, 2010: 12).

H aflomoinon AoyotexvikoU UALKOU UTIOPEL VA LKOVOTIOLOEL KOl YAWOOOSLEKTIKOUG
OTOX0UC eUmMAouTIopoU Tou Ae€lhoyiou, avamtuéng tng YAwoolkng avtiAnPng, TnG YAWGOGOLKAG
LKAVOTNTOG N TNG «oloBnonG» TG YAWOOOG, TOOO OXETIKA UE TIC KUPLOAEKTLKEC OO0 KoL UE TIC [N
KUPLOAEKTIKEC/ OXNUATIKEC ONUACIEC KAl TIC LOLOUOPQIEC TNG ppaTeoAoyiag Kal ELSIKA yLa TNV
TTANPECTEPN KATAVONON KOl KATAKTNON OUVIETWVY YPOUUATIKWY, OUVTAKTIKWY Kal Agéidoyikwv
douwv (Ayabog, 2012: 624).

OLnmapanavw anoPelg exouv dtatuntwOel yia tn StdackaAia tTng yAwooag YEVIKA KoL TNG
Seltepng/EEvng YAwaooag eLSIKOTEPA UE EMILONUAVOELC, OTIWC:

- n Aoyotexvia amoteAel pla dnuodpan tEXVIKA ya T SdaokaAia Twv Boowkwv
YAwookwy deflottwy (0mwe n avayvwon, n ypadn, n akpdaon Kot n opia), Kabwe Kot Twv
YAWOOLKWV TEPLOXWV (OMw¢ eivat To A£€AOYLO, N ypOUpOTIKA Kal n mpodopd). H SLdakTikn
aflomoinon NG Aoyotexviag OUMBAAAEL OTNV KOTAKTNON TOU OUVOAOU TWV YAWOGLKWV
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de€lotNtwv und Vv mpolmnobeon pag oAotikng avtiAndng yia tn yAwoowkn SidaokaAia
(Hismanoglu, 2005: 53)

-n AOyoTEXVIKN LKAVOTNTA, WG UEPOGC TNG YAWOOTIKNC LKAVOTNTAG, Elval anapaitntn yla tnv
QItOKTNON TNG YAWOOLKN G LKAvOTNTaS oto uPnAotepo eninmebo (Ayabog, 2012).

Juvoilovtag, ONUELWVOULE OTL N XPrioN TWV AOYOTEXVIKWYV KELUEVWY oTn StdaokaAia Tng
YAWOOOG:

1. umopel va ouvdpdpel OxL povo otn PeATiwon TwWV avayvwoTKwY, oAAA Kol TwV
OKOUOTLKWV, TWV IPOPOPLKWYV KL TWV YPATTWY d€LoTATWV

2. elvat Suvatov va cuuBAAAeL oTnv TPOoANPN KAl TNV KATavonon YEVIKWVY TTAnpodopLwv
OXETIKA HLE TIG EUMELPLEG KAL TA YEYOVOTA TNG TTPAYHATIKAG {WNAG

3. umopel va otnpiéeL TNV KATAVONon TNE ATOMLKAG KAl TNG KOWWVLIKAG avantuéng, adoul
obnyoUv TOUG aVOyVWOTEG OTn PBeATiwon TOu €0UTOU TOUG TOALTIOULKA KOL EKTIOLOEUTIKA,
OUUGWVA LE TA CUVOLOONUATIKA TOUC XOPAKTNPLOTIKA

4. éxeLtn SuvatotnTa va cUUPBAAAEL OTNV ATTOKTNON AVOAUTIKWVY KAl KPLTIKWV Se€lothTwy
OTto TOUG HaBNTEC

5. otnv mepimtwon tng SbaokaAiag pag €€vng yAwooog pmopel va e€adeiel
napeUBaocelg NG UNTPKAG YAwooog (Turker, 1991: 304).

H Osgon tng Aoyotexviag ota Mpoypoappota Inovdwv tng Neag EAAnvikng NMwooog oto
fuuvaoclo

Aenng-ANZ Na tn AdackaAia tng EAAnvikng Nwoooag oto Nupuvaoto

Ztoug okomoug tn¢ StdaokaAiag Tou YAwoolkoU pabnuotog oto AEMMS kat oto AN dev umapyet
pnt avadopd otn oxéon tng Aoyotexviag pe T yYAwoowkn SdackaAia. H oxéon autn
aviyveUetal ota ouvurodnlovupeva Tmou avadépovial otn olvleon YAWOOLKOU Kol
(61a)MOALTLOMIKOU YPAUUOTIOMOU. ZUYKEKPLUEVA, N AEEN AoyoTteyvia avadEPETAL OTLG EVOEIKTIKEG
Opaotnplotnteg Tou AMZ o OAeC TIG SLOOKTIKEG €vOTNTEG OMouU emuxelpeital n StaBepatikn?

4 Av kau n ocuvéeon Aoyotexviag kal yAwoolkig Sidaockaliog oxetiletal pe t StabepatikdTnTo 0T OXOALKA €YXELPLSLA KOl oTal
TIPOYPAHATA OTIOUSWY, O €VVOLOAOYIKOG TPOaSLopLondG TNG Tou Kataypddetal otnv Adn mlolota eMnvikf kat &vn
BBAoypadia Sev adopd tnv mapoloa epyacia. MeplopllOHaoTe TNV UTIEVOUULON OXETIKWY EPYACLWV:

-IpdAALog, T. (2008). To véo lMpdypauua SToudwv Kat n cUyxuon yupw amnod ™ Stadeuatikotnta. Alabéoio oto:
http://users.sch.gr/maritheodo/index.php?option=com_content&task=view&id=118&Itemid=40 10/7/2008

-ZoUknG, N. (2008). H Sta-€moTNUOVIKOTNTA TTOU UETAPPAOTNKE WG «SLATEUATIKOTNTAY, N onuacia tng evaiodntne eéaptiong
amo TIC APXLKEG OUVENKES Kal N véa mpoortikr. AlaBéoo oto: http://www.alfavita.gr/artra/artro20080308c.php 11/7/2008
-0e0d\ibNG, Xp. (2002). AtaFeuatikn Mpoogyyion tne Atbaokaiog. ABrva: Fpnyopng.

-Kapatd-ZtavAiwtn, E. (2002). H Stabepatikotnta ota Avalutikd Npoypdupata Zrnoudwy: Napadeiypota anod Thv eupwmnaikn
gumeLpla Ko POKTIKA. Emtdewpnon Ekmatdeutikwyv Osudtwy. Moudaywyko Ivetitouto, 7, 52-65.

-KouoouAag, @. (2004). Syebiaouoi kat epapuoyn dtadeuatikng Stbackaiiog. ABriva: Mpnyopnc.

-Maingain, A. & Dufour. B. (2003). Atbaktikég Mpooeyyioeig tn¢ Atadeuatikotntac. ABrva: Motdkng.

-Matoayyoupag, H. (2006). H AtaBeuatikotnta otn SxoAikn I'vwaon. Evvolokevtpik Avaniatoiwon kat Syedia Epyaciac. ABriva:
lpnyopns.

-Mathison, S. & Freeman, M. (1997). The Logic of Interdisciplinary Studies. ERIC Document, ED418434.

-ToaykapAn-&Alapdvtn, E. (2008). Atadsuartikeg Atemiotnuovikés Atbaokalieg. Osaoahovikn: Adol Kupakidn.

-Tchudi, S. & Lafer, S. (1996). The Interdisciplinary Teacher's Handbook. Portsmouth, NH: Hainemann.
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Press.
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mMAawoilwon Twv YAwoooSL8aKkTikwy otoxwv: (0 pabntig) «.avtilauBaverar uéoa amnd
kataAAnAa napadeiypata OTL OL OVOUQATIKEG TPOTATELG AVTLOTOLYOUV OTOV OVOUATLKO OPO...UECX
artd emAeyueva Keiueva, €EOLKELWVETAL UE T Sldpopa €i6n EMPPNUATIKWY TIPOTATEWV....
(Aoyoteyvia, Apxaia EAAnvikn Mpauuateia, lotopia, Opnokeutika, MoAttikn kat Kowvwvikn Aywyn
K.T.A.)» (I Tupvaociou, 2n evotnta: OVOUOTIKEG IPOTACELS - KpLTikn amotipnon Bepdtwy, o. 58).
«AVIYVEUEL O€ Kelueva Aoyotexvika, dokiuLaka, JeatpLKd, EMLOTNUOVIKA KAl OE dAAa ouvapn TI¢
evleiec kat mAaylec epwtnocls... (Aoyoteyvia, Apxaia EAAnvikn Mpauuateia, Atodntikn Aywyn,
Zéveg Nwoaooeg k.a.)» (I Tupvaoiou, 3n Evotnta: EuBeieg kat mAdyLleg epwtnoelg, KuploAeia kat
uetadopaq, o. 58).

«lMapatnpei kot oxoAialet @aivoueva aotiéiac N emAekTikNG otiéne oe Sidpopa
Aoyoteyvika keiueva (m.y. uneppeaAiotikn moinon)» (I Tupvaoiou, 8n evotnta: Mopla, 2tién,
MNepiAnyn, 60).

Ita mpoTelvopeva SlaBepatika oxedla epyaaoiag n Aoyotexvio avadEPETal WG YVWOTIKOG
XWpPOoC Tpoéktaong ota 4 amd ta 5 Oéuata, emdoyny mou emPeBalwVeL TN CUOYETION TOU
YAWooKoU pabruato¢ pe tn Aoyotexvia oto mAaiolo tng ovyxpovng OSlaBepatikng -
SLEMLOTNMOVLIKAG TIPOCEYYLONG TNC YVWONG, N OToLa ETUTPETEL TNV MOAUTTAEUPN Slepelivnon Ko
HEAETN €VOC BEUATOC UE TN GULUETOXN KOL TOV CUVTOVIOUO TIOAWYV YVWOTIKWY OVTIKELUEVWV.
JUYKEKPLUEVAL:

OpuUAoL Kal TaPASOOELS TNG TIEPLOXNG HOLG

Ol LaINTEC, YWPLOUEVOL OE OUASEC, ATTOUAYVNTOPWVOUV UAPTUPILEC UEYAAUTEPWVY OXETIKA UE
™ Aaoypapikn napadoan Tou TOMOU TOUC, KataypapouV ta eédua ou Eyouv dtaowdel atov
TOTTO TOUC UEXPL onUEPQ, avixveuouv o€ BiBAia n oto Atadiktuo mapaidayeg twv eFuwv tou
Tomou toug. OsucAiwdeic Stadeuatikec Evvoleg: Emikowvwvia, Kwdikag, MoAttioudg, Atouo-
kowvwvia, AAAnAenibpaon k.Am. [llpoektaocels otnv lotopia, Aoyotexvia, lewypaia,
MAnpowopikn (c. 61)

Nepiypadovrtag Eva LoTOPLKO YEYOVOG

Ouadikéc epyaoiec ue Géua Eva onUaVTIKO LOTOPLKO yeyovoc (m.x. 28n OktwBpiou 1940, n
Eéeyepon tou MoAuteyveiou k.Am.). MEAETN TNC TEPLYPAPIIC TWV YEYOVOTWV OITO ATTOKOUUOTO
Tou TUMOU TNC €MOXNG, NXNTIKWV VTOKOUUEVTWYV, UOUCIKWY OUVIECEWV Kol TPOYoudiLwy,
QTTOOTIAOUATWY AOYOTEXVIKWY EPYWV. ZUVIEDN TWV EPYATLWY, AVAKOIWVWOELC Kot oulTtnon.
Ocuediwdeic StalBeuatikec gvvoleg: Emikowvwvia, Kwdikacg, [MoAtiouog, Atouo-kowvwvia,
JUykpouon k.Am. Mpoektaoeig otnv lotopia, Aoyotexvia, Mouaoikn, lcwypapia (o. 61)

H yAwooa otig 61adope EMOTAES

Juykévtpwon etdikou Ag€idoyiov péoa amo Siapopa Keiueva ue opoloyia SLaPopETIKWY
emotnuwv. Ot uoBntég YwpLoUuEVOL O OUASEC KaTaypapouv To £L6Iko AeéiAoyio amd Evav
TTOALTIKO AOy0, OO Uior ETTLOTHLOVIKN avakoivwon, oo eva SeATIO eL6NOEwV, Ao ULa VEQVIKI
totooediba k.Am. kot kavouv ouykpioels. QeueAhwdelg Stadeuatikec Evvoleg: Emikolvwvia,
Kwéikag, MoAttiouog, Emotiun, Téxvn, Texvoloyia k.Am. Mpoektdoels otn NAoyotexvia, ta
Mavnuatika, Ti¢ QUotkeég Emotiueg, TNV AloUnTikn aywyn K.Am.

O avBpwmnog kot n 6dAacca
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Ol Ha¥nTéC YwpLoUEVOL O€ OUAOEG:
- [eplypdouv T YEWypaiky oxéon tou TOmou tou¢ ue tn Yddacoa (ouvopa, €ibog
Jalaooag, EKTaoN AKTWYV KTA.),
- MeAetouv t™ ouvotaon tou vdativou otolxeiov tn¢ dalacoac (punavon tn¢ Salaocoag,
UETEWPOAOYLKT QALVOUEVA KTA.),
- Avantouv to poAo tn¢ Jadaooac otnv motdtnta {wn¢ twv avipwnwy (atodntikn andiauon,
ELKAOTIKEG ATTELKOVIOELC, LIOUOLKN EKPPAON, OTOLXEIO TTOALTIOUOU),
- MeAetouv Ag€iAdyto mou ouvdéetal ue tn Badaooa, moinon-neloypapia, n.y. N. KaBBadiac
- A. KapkaBitoac KTA.,
- Eéetalouv T Jadaocoa w¢ xwpo eUmopiou Kal vauTIALaC oo TNV apyaldTnTa EwWC CHUEPQ,
wc¢ medio OLKOVOULKOU KOl TTOALTIKOU OVTAYWVIOUOU, T.X. OUTOLKIEC, TTOAEULKEC OUYKPOUOELC
KTA. uéoa oamd 1N HEAETN mnywv. Ocuediwdelc Stafeuatikéc évvoleg: Emikolvwvia,
MoAttiouoc, Emotnun, Téxvn, TexyvoAoyia k.Am. Mpoektaoels otn Aoyotexvia, ™ lewypapia,
Ti¢ Quotkeg Emotriueg, tnv Alodntikn aywyn K.Am.
To (Né€o) Mpoypauua Enovdwv yia tn NeoeAAnvikn yAwooa kot tn Aoyotexvia oto luuvaoio
(Néo ZxoAeio. ASnva: 2011)

To keipevo tou Néou Mpoypappatog yia t dtdackaAio tng NeoeAAnvikn ¢ NMwooag oto NUUvAacLo
(2011) e€ival evopuoviOpEVO WG TPOG TNV Opoloyia HE TG ouyxpoveg O€0elg NG
KelpevoyAwaoooloyiag Kat TG YAwoooSISaKTIKNG. ZXETIKA LLE TO KELLEVA TTOU O§LOTIOLOUVTOL OTN
yYAwaoolkn Stéaokalia avapEpPETal XapaKTNPLOTIKA: ZTOV TOUEX TWV KELUEVWY TTEPIAQUBaVETOL
OWPELA KELUEVWV XPNOTIKWV KAL AOYOTEXVIKWYV, T OTTolal AVIKOUV O€ SLA@Oopa KELUEVIKA (6N Kot
nieptdauBavouv SLa@opouc KEWUEVIKOUG TUTOUC Kol YAWOOLKEG Agltoupyies ...0tnynuata
...uvdoropnuarta ...mapauvdia ...tpayovdia. (0. 12). OL avadopEC Yivovtal CUYKEKPLUEVEG OTN
Aemtopepn Mapoucioon Twv BEUATIKWY EVOTATWY KAl TNG EL60AOYLKAG TAUTOTNTAC TWV KELUEVWV
Toug, T.X. O AvOpwrog kat n TautoTNTA TOU, KELUEVIKO £(60C - auTtomapouaiaan, OUVEVTEUEN,
Bloypapiko onueiwua, autoBloypaplko keiuevo (m.y. otn Aoyoteyvia) (o. 14).

0d&nyieg yia t ditbaokalia tng eAAnvikn¢ yYAwooag otn I NTupvaociov
270 Keipevo twv Obnywwv yla t Stbaokadio tng NeoeAAnvikr¢ yAwooacg otn " luuvaociou
(Katoapou, Mayyava, Zkia, ToéAlou, NikormouAog, 2006), eival EUEAVAC O KELUEVOKEVTPLKOG
POCAVATOALOUOC, KAGWC, OMWC PNTA AVAPEPETAL: «...ipooTtadnoaus va reptdaBouue Keiueva
Slaopwyv 6wV Kot YAwoolkwv ermmedbwy ...mou @ilodoéouv va Bondrioouv tou¢ UaBnTtéc vo
ouveLldntormotouv 1o mANBo¢ Twv YAWOOIKWV ETIIAOYWYV KAL VO TOUC AITOKOAUYOUV Ta SLOPOPETIKT
VONUATO TTOU UITOPOUV VO TTPOKUWOUV oo TIG SLAPOPETIKEC emtAoyec» (o. 7). Ot uadntég tng I
Tuuvaoiov mpoodokatol va yivouv «Kotvwvoi oploueévwy mpoBAnuatiouwy mou yapaktnpilovv
TIC OUYXPOVEC KOIWVWVIEC, WOTE va EpJouv o€ emikolvwvia Ue to keipuevay (0. 9). AAAwOTE, «...0To
oxoAeio padaivouv va xeipilovral mpoyUatTikotnTeC BaoloUEVEC o€ keluevay (Barton, 2009: 236).
Ooov a@opa tnv emiAoyn TwV AOYOTEXVIKWVY KEIUEVWV TIOU EUTTEPLEXOVTOL OTO OXOALKO
EYXELPiOLO, aUTN EivVal EUPAVWC TIEPLOPLOUEVN UE ONUEIO aVOPOPAC TOV OUVOAIKO aptdud Twv
Kewevwy. OL unevBuvol Twv mepleyousvwy tou BiBAiou, akodovBwvtag to mAaiolo apywv Tou
UeoutkoU keiuévou twv AEMMNZ-AMNZ, emibiwéav «..va kaAupdsi 600 T0 SUVATOV UEYAAUTEPO
Qaoua Kelwevikwy edwv kot emmédbwv Adyou. o T0 AOYo aqUTO M.X. QITOQUYOUE TNV
UTTEPQOPTWON TOU EYXELPLOIOU UE AOYOTEXVIKA KEIUEVA KOl EVIOXUOOUE CUVELONTA TO «UEPIOLON»
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TWV MOAUTPOTIKWYV KELUEVWVY (0. 12). H aélomoinon twv KeWEVWVY 0pPIJETAL ATTO TNV ETLONUAVON:
«TO ELOAYWYIKA KE(UEVO KATE eVOTNTAG AéLOTTOLOUVTAL WG TTPOG TO TTEPLEXOUEVO KAL YLOL TN UEAETN
TwWV EEETAIOUEVWY YAWOOIKWV QALVOUEVWVY, (0.18), n ortoia BpiOKETAL OE AUETN CUVAPELA LUE TN
okorno¥eoia tou uadnuatoc: «Xkomog tn¢ yAwootkng Stdaockaliac eival va Kataktioouv ol
Hadntég to Baolko Gpyavo emnikowvwviac tn¢ yYAwooLknG TOUG KOLVOTNTAC, WOTE Vo avartuydouv
dltavontika kat cuvalodnuatikd.... Na eivat oe 9éon va avayvwpilouvv ta SoULKA KAl YPAUUATLKA
oToYElD TNG VEOEAANVIKIC YAWOOQG OTOV MTPOTACLAKO KA KELUEVIKO AOY0, WOTE VA KATAVOOUV Kol
va aLTLOAOYOUV Kol TIC TUXOV TTAPEKKAIOELG 1) AVATPOMEG TWV MAPATIAVW OTOLXE(WV....» (AEI1Z-
Allz, 2003: 1).

Q¢ kpLTApLa ETUAOYAG TWV KEWWEVWY opilovtal: N KATaAANAGTNTA TOuG yla TNV meplypadn
TWV YPAUUATIKWY Palvopévwy, Omwe opilovtal yla tnv KaBe evotnta amd to AVOAUTIKO
Mpoypaupa, n ocUVIOUN £KTACH TOUC, TO evOlapEpPOV BEUATIKO TIEPLEXOUEVO, N duvatotnTa va
alomonBouv mpog TNV KateLBUVON TNG LKAWVOTIOINONEG OTOXWV QVATTUENG TNG KPLTIKNG OKEYNC
TWV pHoONTWY. OEUATIKEC €VOTNTEC OMWCE N LOOTNTA Kol 0 ogPfacudg otn SladopetikdTnTa
(Evotnta 3"), n eprivn Kat o moAepog (Evotnta 51), n kowwvikr aAAnAgyyun Kot o eBeAOVTIOUOG
(Evotntaa 6") pumopoUV va  AEITOUPYAOOUV WG  KLNTAPLOL HoxAolL yla oToxaopoug,
EMAvVATPooSlopLOPOUG Kol TIPORANUATIONOUG OTO MAAIOLO EMOLKOSOUNTIKWY oUINTACEWV KoL
S1aAOyou 0To YAWGOGOLKO Habnpua.

ALOTILOTWOELG-KPLTLKA AmoTipnon

Ooov adopd ta keipeva Aoyotexviag, €monuaivoupe OTL oL HEBOSOANOYIKEG Kal SLEAKTIKEC
KateuBuvoelg ou Sivovtal oTig 0dnyleg yla Tov eKMalSeUTIKO aflomolouv oTolXElo amd T
Bewpla TNG Aoyotexviag mepl MOANQMAWY AVAYVWOEWVY KOL EPUNVELWY, YLOTL KEVAC QVayVWOTNC
Ua SlaBaoel Siapopetika Kelueva Ue SLa@opPETIKOUC Tpomoug. Eva keiuevo da SiaBaotel ue
SLaPOPETIKOUC TPOIOUG artd SLaPOPETIKOUG avayvwoTes. Evacg avayvwotne da dtaBaoet to iblo
Keiuevo Slapopetika o SLaopetikéc ouvinkeg, kadwce n Stadeon tou, 0 OKOMOC TOU Kal N
yvwon tou aAdalouv» (Hatt, 1976: 71). Emopévwg, «o Stdaokwv Sev mpéemel va anoBappUVEL TIG
OLOPOPETIKEG AVAYVWOELS TWV UAINTWV...0QEIAEL v EAEYXEL TNV TAon TOUG yla Slatunmwaon
avBaipetwv andPewv mou Sev otnpilovtal o€ oTolyEld TWV KELUEVWV Kal va Tou¢ e€omALleL ue
Ta anmapaitnta UECH yla TNV EPUNVEIX TOUC, WOTE va TEPACOUV QATMO TO OPXLKO emimebo
KOToVONonG, o€ Eva aVWTEPO ETIIMESO KAl KPLTIKOTEPO...VA EVEPYOTIOLEL TO EVOLAPEPOV TOUC OE
0,TL apopd ta yAwoolka gatvoueva kot ta 9éuata mou diyovral ota Keipeva kade evotntacy,
QVAPEPETAL XAPAKTNPLOTIKA OTOV EKTTALOEUTIKO 06nyo» (oe. 14).

ITIC OUYKEKPLUEVEG avadopég Slatumwvovtal HeBoS0S0AOYIKEG apXEG CUUDWVA WE TLG
OTIOLEC T AOYOTEXVIKA Kelpeva AettoupyolV SLOAKTIKA TOCGO Yl TNV KATAKINGCN YAWOGCLKWY
Se€lotAtwy 000 KoL yla TNV avantuén mpoBAnUATIONOU, KPLTIKAG OKEWNG KAl SLATTOALTIOULKOU
SlaAoyou oto mAaiolo TNG euplTEPNG TAEOV SLACTOONG TOU YPOUMOTIOHOU HE KPLTIKO Kol
TIOALTIOULKO TieplexOpevo. AMwote, cUpdwva pe toug Luke & Freebody (1997), o KpLtikog
YPOUUATIOMOC ELVAL PLOL KOWVWVLKI TIPAKTLKA TIOU WOEL TOUC avalyVWOTEG VO GUUTTEPLDEPOVTAL WG
napofate¢ kKwdikwv (codes breakers), dnuioupyol epunvelwv (meaning makers), KPLTEG
KELLEVWV (text critics) péoa amo SpaotnpLOTNTEC avayvwong Kot ypadnc. Idlaitepn onpacio £xet
n teAevtaia 6LOTNTA TOU avayvwoTtn, Kobwe «avaAUel KpITIKA To Keiuevo kat padaivel vo
kottael miow amo Ti¢c Aé€sic otn oedida, WOTE va oUUTEPAVEL TTWCG ‘SOUAEUEL’ TO KEiIEVO YAWOOIKA
(linguistically), moAwtika (politically), moAwtioutka (culturally) kot kowvwvika (socially) (Jewett &
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Smith, 2003: 69). «Kpttikn, dAAwote, onuaivel va avakaAUMTOUUE WG AELTOUPYEL KATL, va Unv
naipvouue ta mpayuata dedoueva, aAAd va KOLTAUE KATW OO TNV ETLPAVELA TOUG, Vo JETOUUE
EPWTNOELG TOU TUMOU: ylati umapyxel auto n ouuBaivel auto; mOLOG O OKOMOC TOU,, MWC
Aettoupyel;» (Ntivag, 2013: 289). OAa autd onuaivouv OTL O KPLTIKOG YPOUMOTIOMOG, UE ML
Tadaywylkn evvololoyiky Bewpnon, elval «éva mpoypauuo LUE TO OMOI0 OPYAVWVOUUE Kol
SLtbaokouue yYAwooo UE OTOXO Vo OUVOECOUUE TO WG HEoa amo tn yAwooa uetadibouvue n
QUELOBNTOUUE VONUATA TIOU KUPLAPXOUV OTO EUPUTEPO KOWWVIKO mAaioto» (XatlnoaBpiong,
KwotoUAn & ToutAdkou, 2011)

o TOUG OKOTIOUG TOU KPLTIKOU YPOUUATIONOU, TO KELWEVO OpLlETAL WE «OYNUA UECW TOU
OmoioU Ta ATOUQA ETIKOWVWVOUV UETAEU TOUG XPNOLUOTOLWVTAC KWOLKEC Kol OUUBAOELC TNC
kowvwviac» (Robinson & Robinson, 2003: 3). Katd cuvémnela, ta tpayoudia, ta publotopnuata,
o Sinynuata, Tt MolpoTa, oL oulntAoEelg, ol pwrtoypadieg, oL tawvieg Ba pmopovoav va
Bewpnbolv Kelevika €idn, ta omoia TEPLEXOUV HOPPEC KAl EVVOLEC TIOU QTOPPEOUV KOl
€YYPAdOUV TIC AELTOUPYIEG, TOUG OKOTIOUG KOL TA VONMOTO TWV KOWWVIKWV TIEPLOTACEWV
(ApaBavn, 2011). Ta keipeva, Aowrdv, teAoUv UTIO SLAaTPAyUATELCN WC TPOC T SOUNOoN KaL TNV
Katavonor toug os éva SladopeTiko, KaBe dopd, MAAIOLO KOWVWVIKWY CUVOANAYWVY KoL £XOUV
PEVOTEC/SLaOPPOUHEVEG LOLOTNTEG, OVAAOYEC HUE TIG LOXUOUOEC KOWWVIKEG KOL TIOALTLKEC
ouvOnkec. Etol, avtipetwnilovral wg LeTaBANTEC Kal, TTApAAANAQ, wE KN OUSETEPEC LOEOAOYLKA
OVTOTNTEC, WG EPYOAEia aVTIOTAONC KOTA TwV TAYLWY OTolXElwv TTou adopolv oTnV Kowwvia,
oAAG kal emtiteuénc véwv debopévwy (Cervetti, Pardales & Damico, 2001).

AUTO eival ISlailtepa onUAVTLIKO OTNV EKMALSEVUTLKA TIPAYHATIKOTNTA, KaBwG ouudwva Kal
ue tn 61ebvn BiBAloypadia, n evaoyoAnon Le Ta AOYOTEXVIKA KElpeva MapéXeL Tn Suvatotnta
EVEPYNTIKNG CUMKETOXNG TWV HoBnTwyv otn dladikaoia tng yvwong, we KoWoTnTag ovayvwoTwy
KOLL EPUNVEUTWV Kal SLEUPUVEL TOV 0PILloVTa TWV EUTELPLWYV TOUG HECW TWV TTOAAQTIAWY OTITLKWV
(multiple perspectives) otnv enefepyaoia TwV KELWEVWY, TO OTIOLA TIPETIEL VAL €LVl OLVOLKTA O€
TOA\EG epunveieg (Appleman, 2000). Emtiong, ofUveL To YAWGOOLKO alocOntrplo Kot To aodnTko
TOUG KPLTAPLO, AVATTTUCCEL TNV KPLTLIK TOUG LKAvOTNTa PEoa amnod nedia oToXaoUOoU Kal KPLTIKOU
npoPAnuatiopov (Schmidt & Pailliotet, 2001), toug evBappuvel va okédtovtal kpLtika (Mathis,
2006) koL va oulnTouV yla Ta KOWWVIKA BEpata, Tig aleg Kal Toug Beopoug nou ennpedlouy TNV
kaOnuepvn toug Lwn He avaotoxaotiko tpomo (Meller, Richardson & Hatch, 2009- Knickerbocker
& Rycik, 2006). Toug kaBLoTd, cUVETIWG, LKAVOUC va avTIAauBAavovTal TNV TPAYHOTLKOTNTA OTLG
moAveldeic oPelg kal ekdoxEC TNG Kal va Ttaipvouv kpLtik B€on amévavtl oe {nTAUaATa TG
OTOMLKNG KoLl TNE KowwVLKAG {wn¢ (Collins & Blot, 2003). Autd cuvadel kal e tn okomoBeoia Tou
pHaBnuatog, omou HeTafl AWV avadEPETAl MW «ot UadNTEG uéoa amo tn StbaokaAio Tou
VAwaoolkoU puadnuato¢ mpemeL voe GUVELSNTOTTOLOOUV TN onUAcia Tou AOYou yLa T CUUUETOXN
oTNV KoWwVIKN {wr), WOTE €(TE W TOUTOL €(TE WG OEKTEC TOU AOYOU va UETEXOUV OTA KOLVA WC
eAevBepot dnuokpartikoi moAiteg e kpttikn kot urteuduvn otaon» (A.E.M.M.2. - A.N.Z. 2003: 1).

H avadlanpayudtevon, TEA0G, TwV BEUATWY TOU KAAUTITOUV Ta KELPEVA PEoa Ao TLG
Spaotnplotnteg mapaywyng Adyou (mpodopikol & ypamtol) kot n efaywyn avaloywv
CUUMEPAOUATWY WOOUV TOV HabnTr) vo OKEPTETOL OXETIKA HE TN YAWooa Kal va TNV aflomolet
OTTOTEAECLOTIKOTEPQ, OMWG AVAPEPETOL OTIC HEOOSONOYIKEC- SLOOKTIKEG KATEUOUVOELC TOU
ekmaldeuTIkoU 06nyol. ANWOTE €ival YEYOVOC OTL «O OKOTIOG TOU YAWOOWKOU padnupatog dev
glvalt povo n mapoxn TOCOTNTOC YPOUUOTIKWY YVWOEWV, OANA N avamtuén TOLOTIKWY
Stadkaowwv (Stenhouse, 2003: 113-128).
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H xpnon twv Aoyotexvikwv Kelpevwv oto ZxoAwko Eyxeipidio tng NeogAAnvikng NMwooag tng
I Tupvaolov

Zkomag kot Eldikotepol Ztoxol tng Epeuvag

Ita Beopika Kelpeva, Omwe GAavnke amo tn HeAETN tTwv AEMNZ- AMNZ, tou Néou MpoypAappatog
Jnovdwv kKal Twv Ekmadevtikwv O&nywwv, n Aoyotexvia avadeépetal eite pnra, eite
ouvUTIOSNAWTIKA. To OXOALKO €YXeElPiBlo, OUWC, €lval AUTO TIOU «UAOTOLEL TIG ETUTAYEG TOU
AvaAutikou kat QpoAdytou Mpoypaupuatoc» (Barnes, 1982: 119) kat kaBiotatal 6pyavo Kal PEco
yla va mpayatwBouv oLt mpodlaypad£g Toug Kal va eAeyxBoUv oL avayKaileg YEVIKEG YVWOELS KOl
oL amnopaitnteg afieg¢ mou 6Sddckovral/emikowvwvoluvtal otoug padntég (Kapdaing &
XapaAdaumoug, 2008, ®Aoupng, 1983). «H mpoBAnuartikn, EMOUEVWG, TOU QPOPA OTHN
AgttoupylkotnTal KAl ™V TOLOTNTA TOU OtdakTikoU B1BAlou TMapATEUTIEL O EPEUVNTIKEC
SUVATOTNTEC Yla KATAVONON TOU EKMALOEUTIKOU oUOTHUATOC» (Zmavog & MuxaAng, 2012: 106-
107).

H mapouoa gpyaocia eotidlel otn PEAETN TOU OXOALKOU gyxelpLdiov tng Nwooag tng I
Ffupvaoiou Kal otnv avixveuon tou poAou mou Sladpapatilouv Ta EUMEPLEXOUEVA AOYOTEXVIKA
KELLEVA WG TIPOC TNV KATAKTNON/avarntuén Tou YAwoolkoU ypappatiopol pe onueio avadopag
™ ouvdeon toug Kal tov Babud ocuvadelog pe tn otoxobecia tou padrnuatog tng NMwooag
(AENNZ- ANZ- N€o Npoypappa Zroudwv Kat Ekmadeutikég Odnylec).

El81KkOTEPOL OTOXOL: VO EVTOTILOTOUV KAl VO KaTaypodouv

& mooa lvol T AOYOTEXVIKA KEILEVA OTO OXOALKO yXELPLSLO

& 0e Tolo €L8IKOTEPO AOyOTEXVIKO €i60¢ Taflvopouvtal (meld, moinua, mopapuol,

pHuBlotopnua, dtynua)

& TOLEG YAWOOLKEG AVAYKEG EEUTINPETOUV KAl O€ Ttolo BaBuo Kat

& nw¢ aflomolovvtal SLOaKTIKA MECW TWV gpyaclwv- SpactnploTATWV ToU Ta
okoAouBoUv Kal TwG AUTEG CUVOEOVTAL PE TO TIEPLEXOMEVO, TIG OLOOKTIKEG ETUAOYEG Kal TN
okonoBeoia- otoxoBeoia TOU MABUATOG, XpPnOLUOTOLWVTAC OTOWXEld TNG HeBOSOU NG
MewpeTPIKNG AlbakTtikn¢ AvaAuong.

MebBobdoAoyia Epsuvag

Ma tVv €60AoyIK TaELVOUNON TWV AOYOTEXVLKWY KELLEVWY aKOAOUONRONKE emaywyLlkn Topeia.
To kaBe keipevo TavtonolOnke pe Baon ta cuvodeuTtikd oxoAla oto BLBAlo odnywwv Tpog Tov
EKMALOEVTIKO -Tal OXOAld autd €xouv kal Béon mpoopyavwt tng OSldaockaAiag-, TIg
autoavadoplkeg TAnpodopieg Twv cuyypadEwy, Ta eKSOTIKA ONUELWHATA, KABWE Kal amoYELg
mou SlatunwBOnkav oto MAaiolo TnG AOYOTEXVIKAG KPLTIKNG. ZTNn ouvEXeLla opadomolibnkav Kot
obnynoav otn SlaTUMWOoN CUUMEPACUATIKWY SLOTUTIWOEWV OXETIKA WE TNV KATA OgUaTikn
€VOTNTA KOL TOCOOTWON EUPAVLON TOUG.

MNa t ouvdeon KeEWPEVWV Kal SLOAKTIKWY OTOXwv, 6nAadn ywo tnv avaluon g
SI80KTIKAG S1A0TAONG TWV AOYOTEXVIKWVY KELMEVWY, XPNOLUOTIOONKAV OTOLEl HLOC VEQC
neBodou €peuvag Twv OXOAKWV eyxelptdiwv. Mpokewtal yia ) HEBOSO NG MEWHETPLKAG
Awdaktikng Avaluong® (Geometric Didactic Analysis - Ge.Di.An.), n omolia mpoékue wg eEEALEN

5 Tn uéBobo mapouciacay WG €PEVVNTIKO AMOTEAECUA TWV EMLOTNHOVIKWY Toug avalntroswv ot Nikohaog Koutoouridg,
KaBnyntic tou MaMak kat ABavdaclog Itoylawvidbng, Emikoupog Kabnyntrigc tou AMNO. EmMeldr) n «oplotikomoinon» twv
peBodoloykwy epyadeiwv 6cov adopd TNV OMTLKOMOINGN TWV TTOCOTIKWY gUpnUAtwy Bploketal oe e€EAEN, emNé€ape va
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¢ Avaluong Meplexopévou (Content Analysis) pe OTOXO TN QVTLOTOIXION TWV €UPNUATWV-
avadopwy OTI( YPATTEG TMNYEC (OTNV MEPUMTWON TNG €pyaciag QUTAG TWV AOYOTEXVIKWY
KELWEVWV) HME T OUVOSEUTIKEG €pPyaciec-6paotnploTNTEC oL Omole¢ ouvdéovtal e
OUYKEKPLUEVOUC OTOXOUG KO OITOTEAOUV TA €PEVVNTIKA Sedopéva. Katd Toug €lonyntéG Tng
«[MpOKeLTAL Yl EVa MTPWTOTUTTO ETILOTNMUOVIKO EpyaAgio To omoio Baoiletal, apeVog UEV OTOV
ETUEPOUG KAASO TNG ZTATLOTLKNG, O Ormoiou¢ akoUEL oto ovoua «loAvuetaBAnti Statiotikn
AvaAuon» (Maradnuntpiou, 2007°)- aETEPOU, OE YVWOTEC TAELVOULEG TTOU avamtTUxOnkav Uéoa
OTOV YWPO TNG EMLOTAUNG TNG AtdakTikn¢ (ZTtoytavvidng, 2014: 102-1167). Emionuaivoupue akoun,
OTL UE TOV 0pO0 «OLSAKTIKN) AVAAUGCN» AVAPEPOUAOTE OTNV AVAAUCH TOU TPOTTOU LIE TOV OTTO(OV O
daokadog mpoonadei va PEPEL TOUC UaONTEC O CUVAVTNON UE TO MPOC Uadnon vAiko, dnA. o
TPOmo¢ ue Tov omoiov owkodousitar n pedobodoyia tnc Sidaockadiac» (Koutooumidg,
Ztoylavwvidng, 2015: 1).

AkolouBnoape ta tpla mpwta otadia tng peboddou, we €€NG:

1° otadlo: Mpoodloplouog TwV QVTIKEIUEVWY TTIou Ja Kataypa@ouv w¢ Sdedouéva.
Evtomiotnkav oL €PWTNOELG KAl OL TIPOTELVOUEVEG €pyaciec-6paoTnplOTNTEC OL OTOILEG
ouvodeUoUV T AOYOTEXVIKA KelpeVa Tou oXOoAkoU eyxelpldiov NeoeAAnvikng NMwooag tng
Ffupvaciov. ArtaplOundnkav, pe Sedopévo otL KABe epwtnon/epyacia/dpactnpldtnTta opioTnkKe
w¢ Sopkn povada kataypadng kat wg povada avaiuong.

2° otadlo: lpoodioploudc twv UETABANTWY Kol Twv KAdoswv Toug. ETAEXTnKav ol
HETAPBANTEG KoL oL KAAOELGE, pe BAon TIC omoleg emiyelpnBnke n S18akTikr avaiuon.

3° gtadlo: Taétvounon twv aVTIKEIUEVWVY KoL OUYKPOTNON €vog mivaka dedouévwy. ITo
otadlo avtd kwdikoypadndnkav ta dedopéva. Taflvounbnke amaf kabe epwtnon/spyacia
/8pactnplotnta (og pia povo kAaon ylo kabe petapAntn)®

XPNOLUOTIOLOOUV TA TIPWTA oTAdLa, onwe Ba neplypadolv oTo Keipevo, Ta onoia ehapUOoTNKAV OE TPELG DEUATIKEG EVOTNTEG
Tou eyxelpLbiou.

6 Maradnuntplou, . (2007). H AvaAuon Asbouévwy. lMapayovtik avaAuon avtiotoytwy. lepapyikn taétvounon kot dAAeg
uédobot. ABrva: TumwbnNTw.

7 Jtoylavvibng, A. (2014). H Abaktikry AvaAuan ota SxoAika Eyyeipibia tou Moadruatog twv OpnoKeuTIKWY. EUIELpLK Epeuva
UE epapuoyn the Newuetpikrc Atdaktikrc AvaAuong (Ge.Di.An.). Oecoahovikn: Aéomowva Kuplakidn.

8 o 0OpOL «UETAPANTEG» KOL «KAACELG» XPNOLULOTIOOUVTAL KAT avoAoyio TwWV OpwV «KATNYOPLECY KoL «UTOKOTNYOPLESY TNG
AvdaAuong Meplexopévou (BA. Ztoylavvibng, 2014).

% Ta enMopeva otadia eival: 4° oradio: Ewoaywyr twv SeSouévwy atov umoAoylotr) UE xprion AoylouikoU. Eéaywyn twv
QMOTEAECUATWY

50 grdbio: E€aywyn twv anotedeouarwy B8': spapuoyn tne Mapayovtikric AvdAuong twv Avtiotowytwv. Mapayovrtikoi Aéovec kat/n
Eninebo/Enineda Mapayovtikwv AEovwy.

6° otadlo: Eéaywyn Twv amoteAsoudtwy y': epapuoyn the Taétvounaonc kat’ Avéovoag lepapyiag. Anutoupyia
Agvépoypauuatos kat (mpoatpetika) toro¥etnar) Tou mavw oto lapayovtiko Eninedo Aédvwy (Koutoouridg, Ztoylovvidng:
2014).
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AmnoteAéopata TG EPEUVAG
Ta Aoyoteyvika keiueva. EtboAoyikn taévounon

Nivakag 1. Katavour Twv AOYOTEXVIKWY KELLEVWV WE TIPOG TG ELOOAOYLKEG KATNYOPLEG
OTLG OTIOLEC EVTAOooOVTaL

ENOTHTEZ MOIHMA MYOIZTOPHMA AIHFHMA AOIrOTENIKO OEA- KOMIK ZYNO-
AOKIMIO TPIKO NO
EPIro
11 H EAAdda ortov 2 1 3
KOO0
2N FAwooa- 1 1 2
MNwooeg kai
lMoAriouoi Tou
Koéouou
31 Eipaore 6Aol idiol, 1 1 2
gipaorte 6Ao1

SiagpopeTikoi

4n vayzvrl Eupwmn 1 1 2
& Eupwrraioi

moAiTeg

51 Eiprjvn- MéA&uog 1 1 2
61 Evepyoi moAiteg 1 1 2

yla Tnv umepdoTmon
OIKOUUEVIKWV a§iwv

70 Téxvn, mia 2 2
yAwooa yia 6Aoug
O€ OAEg TIG EMOXES

f;,:: Allﬁz;‘:oo-m oro 2 2 1 1 6
£YNono 6 5 1 6 1 2 21

Me BAon Ta MOCOTIKA EUPNUATA, TO AOYOTEXVIKA KELUEVA TIOU Kataypadptnkav sivol
OUVOALKA 21 Kal aroteAoUv To 25,3% Tou GuVOAOU Twv 83 KELPEVWY TOU oXOALKOU eyxelpldiou
(Mivakag 1). Onwc katadelkvueTaL oToV 610 mivaka, Ta 21 AoyotexVika Kelpeva mepthappfavouy
ML EUPELO YKAUA KELUEVIKWY TUTWV (publotopnua, Stiynua, moinua, tpayoudt, Besatplko
KelUEVO) UE KupLlapXO KELUEVLKO TUTIO - €(60¢ TO moinua kot 6e0TEPO, WE TIPOG TNV ETUAOYA, TO
Aoyotexvikd Ookiplo. H katavopr) Twv AOYOTEXVIKWV KEWEVWY avd OLbakTiky evotnta
TapouoLAleL pLa Loopportia pe anokAlon otnv 8", n onoia avadEPETAL WG TPOG TO TEPLEXOUEVO
OTO MEAAOV TWV HABONTWV KAl WG TPOG TOV CUVTAKTIKO-HopdoAoyLkd dfova ota oxruata Adyou
KOl TaL oNUEla oTiENng, meplexOeVO ToU SIKOLOAOYEL T 6 AOYOTEXVIKA KELEVA O oUYKPLON UE Ta
2 1} 3 Twv UTIOAOLTTWY EVOTATWV.
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Ta Aoyoteyvika keipeva. Katnyopies epwtioswv/epyaociwv/6pactnplotitwv mov ta
ouvobeuouv
Nivakag 2. Avtiotoixnon Twv AOYOTEXVIKWYV KELLEVWV LLE TLG KATNYOPLES
EPWTNOEWV/EPYACLWV/EPACTNPLOTATWY TIOU TA CUVOSEVOUV

ENOTHTEX KATANOHXHX AKOYQ KAI AIABAZQ KAI TPAMMATIKH- ZYNOAO
MINQ TPA®QO ZYNTAKTIKO-
MOP®OANOrIA

11 H EAAGda otov 1 8 6 1 16

Kk6ouo

21 MA\wooa-

FAwooeg kai 1 3 5 9

IMoAiriouoi Tou

Koéouou

31 Eiuaore 6Aoi 3 3 6

idIo1, ipacre 6Aor

Siagpoperikoi

4n Evwpuévn 2 8 6 1 17

Eupwmn &

Eupwrraiol ToAiteg

51 Eiprivn- [16Aguog 11 1 1 13

61 Evepyoi moAites 3 4 1 8

yla tnv umepdoTmon
OIKOUMEVIKWYV agiwv

71 Téxvn, pia 4 4 8
yAwooa yia 6Aoug
O OAES TIC EMOXES

81 Mmpootd aro 4 15 2 1 22
HéAAoV
SYNOAO 15 56 24 4 99

Evéiadépov mapouatalouy ta euprpota tou MNivaka 2, KaBwg oL 99 epWTAOELS - EPYAOLEC
Tiou adopolV Ta AOYOTEXVIKA KELLEVA KOTOVELOVTOL KOl OTLG TPELG KATNYOPLEC:

A) Katavonong (15), B) Akovw & MAw (56), I) AtaBalw & MNpadw (24). Alobntr untepoxn
TIOAPOTNPOUUE OTL £XOUV QUTEC TIOU Kataypadtnkav otn deUtepn katnyopia. O aplOuog twv
£PYACLWV TIOU EVIACOOVTAL OTNV Katnyopla Mpauuatikn (Madaivw- Alamiotwvw) ivol TIOAU
ULKPOC (MOALG 4). Mpokeltal yla emAoyn n omola eMITPENEL TN Slatunwon tng anoyng otL n
aglomoinon tNG Aoyotexviag OV ETUKEVIPWVETAL OTNV EKPMAONON TWV YPAUUATIKWY KOl TWV
OUVTOKTIKWV $aLVOUEVWY 0To TAALoLo TNG YAwoowkn g SibaokaAiag, Touldaylotov 6cov adopd
OTIG IPOOETELG TV ouyypadEwv.

IXETIKA HE TIG AlaBepaTIKEG ApaoTNPLOTNTEG, N €peuva €8el€e OTL oL 3 Ao TIG 8 mou
EVTO.000VTAL OTO OXOALKO EYXELPLOLO OTIC AVTIOTOLXEG EVOTNTEC OUVOEOUV TO YAWOOLKO pabnua
hHe TN Aoyotexvia. Mpokeltal ywa afloonueiwtn avaloyia. Zuykekpuuéva, otnv 1" Evotnta
ovaPEPETAL XAPAKTNPLOTIKA: «.....XWPLOTE(TE 0€ ouadec. H kade ouada unopei va avaiaBet Evav
TOUEQ TNG TTEPLOXNC (PUOLKO Tomio, UvnUEia, LoTopia, EEEYOUOEC TPOOWITLKOTNTEG, TAPASOOELC,
kouliva, Yuxaywyla-avauxn- dtaockedaon, ayopec k.T.A.). Xpnowomnotiote UAkO amo BiBAia
lewypapiag, lotopiag, Aoyotexviag, TOUG UTAPXOVTEG TOUPLOTIKOUG 0dnyoug...» (oeh. 27).
Avtiotolya otnv 5" Evotnta {nteitat ano tnv tpitn opdda Twv pabntwv «...va SIEPEVVHOEL TNV
eEEMEN Twv dmAwv Tov 20° auwva kat va cuAAEEeL oToeia yia Ta dmAa tou xpnouuonoujdnkav
OTOUG TOAELOUC TTOU Eylvav Katd TN SLAPKELD TOU. ZTolxEla umopel va avtArjost n ouada autn
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artd BiBAia lotopiag, Noyoteyviag, to Awadiktuo, to MoAeukd Mouoeio tng Adrivag, amo ta
apxeio epnuepidbwv kot meptodikwv» (oel. 103), evaAlaktika Ba umopovcav oL pabntég va
XWPLOTOUV O OMASEC Kal va OUANEEOUV UAIKO, Omwe dwtoypadieG, AOYOTEXVIKA KELHEVQ,
Tpayoudia, Tivakeg {wypadlkng 1 AAAa £pya TEXVNG ME AVTUTOAEUKA HnvUpata. AAAAQ KoL oTnv
7" Evotnta n dnuoupyia avBoloyiag pe tpayoudla TNG ApeCKElag Twv paBNTwv Kol N
Slepevvnon ¢ aAnBwng mowntikng aglag tTwv otiywv Toug amoteAel onueio ekkivnong yla
BaButepn evaoxoAnon He TNV moilnon Kal tn Aoyotexvia YevIKOTEpQ.

Inuavtikny €ivatl kat n Slamiotwon, OmMw¢ MPOKUMTEL Ao TA EUPNUATA, OTL O KAOe
€l60A0OYIKA KATNyopilo AOYOTEXVIKWVY KELUEVWV QVTLOTOLXEL TTOIKIAOTNTA ACKAOEWYV, €MAOYN N
omola emtpénel  Slatumwon ToAveninedng otoxobeoiag. Xuykekplpéva, evromilovral
Spaotnplotnteg mou adopouv ota ENC:

- EKMAONON YPOUUOTIKWY- CUVTOKTIKWY POLVOUEVWY,

- TAUTLON TOU HaBdnTr HE TOV APWa HECA OTO MAALCLO AVAYVWOTLKWY- TIPOCANTITLKWY

KoteuBuvoeswy,

- SuvaToTNTEC yLa AoyoTteXVLIKN TtPocAndn Kat SLadpacTikr avAyvwon TwV KELLEVWY,

- Klvntpa yla tpoBAnUATIONO, oToxaoud, SLaAoyo, KpLTtiki okéPn Kal TomoBETnon Twy
pobntwy,

- BlwpaTikOTNTA KOl CUVEECN TWV HABNTWV PE SLIKEG TOUG EUMELPLEG Kal Blwpata.
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EvOelKTIKA TapaTIOEVTAL OTn OUVEXELQ OPLOMEVEG OPacTNPLOTNTEG OL OTOLEC
avaloyouv/cuvodelouv/aviiotolyolv os Kabe £(60G:
A) Epwtriosic Katavonong
Motec eivait ot SUO PUAETIKEG KOLVOTNTEC OTIC OTTOLEC AVAPEPETAL TO KEIUEVO Kal TTola Slapopd
UTTAPYEL UETAEU TOUC OTOV TPOTO IToU avTIiUeTwItilouv To uéAdov; (Evotnta 8n, 135)
Mowa eivat n kaAutepn Bondela moU UITOPEL KATTOLOG VA TTPOCPEPEL OTOUC OCUVAVIPWITOUC TOU
ouupwva ue tov Kivélo mointn; MoteVeTe OTL N MPOTach Tou €xel aéia onuepa; Me molouc
TPOMou¢ Ba UImopoUTE Vo EQUPUOCTEL aToV oUyxpovo koouo; (Evotnta 6n, 107)

B) Epwtnosi¢ katnyopiac AtaBalw & MNpapw:

* A@ou Bpeite ta napakdtw anoonacuata Ueco oto keiuevo 1 (I. Oeotoka, EAsvdepo
Mveoua): «moAAEG ULKPEG XWPEG....TOU Yeitovay, «Kade moAn tne Eupwnng...ue kauio aAAn
OTOV KOOUOX... UTIOYPOAUUIOTE TIC AVAPOPLKEC TPOTAOELG TIPOTATELC TTOU TTEPLEXOVTOL OE QUTA....
ZUUTTEPAVETE: TL £(60UC Eival Ol AVAPOPLKEC TPOTAOELC TTOU umoypauuioate; lMolog eivat o
OUVTAKTIKOG TOUC pOAog; (Evotnta 4n, 67)

*  BaAte tov eauto oac otn Jean tou nadlov rou neptdlaBaivel tn «piyth moAwteia» (AAkn
Zén, O ueyaldog mepinato¢ tou [M€Tpou). SUVEXIOTE TO KEIUEVO OE MPWTO TTPOOWIO Kol
npoodéate U0 akoun mapaypd@ouc. MIANOTE yla TPAYUATH TIOU OCUVOVTATE KAl TTOU
OUVIETOUV TNV ELKOVA TOU TOAELOU KAl AVATTOANOTE TIG ELKOVES TN £lprivn¢ (Evotnta 5n, 98)

) Epwrtnosic katnyopiac Akovw & MiAw:

*  Bpeite ota amoonaouata tou akoAovdouv:

a. Tic Aé€eic amo tic onoiec e€aptatal KAGEe UTTOYPAUULOUEVN TTPOTAON

B. TOV oUVTAKTLKO pOAO KATE UTTOYPOUULOUEVNC TTPOTAONC

«OTNV axprotevon tn¢ okeYnc Bondouaoe Kol To YeyovocC OTL UTtHPXE TTOAU ULKPR EKAoyr OTIC
Aéeicn (keiuevo 3, T{wpt{ OpyoueA, 1984, O ueyaioc adeApoc) (Evotnta 2n, 34)

*  Awpyndeite otnv taén ta Sika ooac Biwuata amd TI¢ yLopTtéc Twv QWTwV Kot Tou At-
lavviou. oo Slapépel o tPomoc mou (EiTe €0€IC TIC YIOPTEC AUTEC QO TOV TPOTTO TTOU
napouaotalel o mownTri¢ oto Keiuevo tou; (08. EAutng, Aélov Eoti) (Evotnta, 5, 99)

T napatnpeite o€ 0,1t agopd oto keipevo 6 (N. Bayevac, Amoldoyia); Av o mointric
ak0AouToUOE TOUC TUTTIKOUC KXVOVEC YPAUUATIKAC, TTOU KAt rtola onueio otiénc Sa enpene va
npoodéocl; MNarti kata tn yvwun ooc Sev to ékave; (Evotnta 8n, 142)
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Fewuetpikn Atdaktiky AvaAuon: epapuoyn Kal anoteAéouata
Epapuoyn tne uedobdou® atnv Evotnta 3: Eiuaote 0ot (dtol, eluaote oAot StapopeTikol
Nivakag 3: Avaluon ¢ SI86aKTLKAG SLACTAONG TWV AOYOTEXVIKWY KELWEVWV TNG 31 EvotnTag

A/A APK OZE MAT KME EIM ENM TAA
1 6 2 2 1 1 1 1
2 6 2 1 1 1 1 1
3 6 2 1 1 1 1 1
4 6 2 1 1 1 2 1
5 6 2 1 1 4 4 1
6 5 2 1 1 4 4 1
7 5 2 1 1 4 4 1
8 5 3 3 1 4 4 1
9 5 3 3 1 4 4 1

10 5 3 3 1 4 4 1

11 5 3 2 3 3 4 1

12 5 3 2 3 3 4 1

13 5 3 2 3 3 4 1

14 6 3 2 1 2 1 1

15 6 3 2 1 4 4 1

10 MetaBAnTEG Kal KAAOELG TNG EPEVVOG:

A/A: anapiBunon kdbe epwtnong, epyaciag i pactnpldtnTag n onoia anoteAel epeuvnTIKO §eSouévVo

APK: AplBuog Ketpévou. AmaplBuouvtal Ta AOyoTEXVIKA KEleVA. AlaTnpeltal 0 aplBUOG TOU KELLEVOU OTO OXOALKO eyXELpidLo.
OZE: O¢on otnv Evotnta. 1. Epwtroelg katavonong 2. AkoUw Kat WAw 3. AtaBalw kat ypadw

MAT: Mopdn Alatinwong tng epyaociag. 1. Epwtnon 2. Npdtacn 6paoctnplotntag Ue Xpron MPOooTAKTIKAG 3. ZUVSUAGHOG
£pWTNONG Kal tPdTAcNG SpactnELOTNTAS

KME: Kowwviky Mopdn tbaokaliag otnv mpotelvopevn KaBe dopd epyacia. 1. Atouikn 2. Etalpikn 3. Opadikni 4. 2ulntnon os
eninedo taéng

EIM: EiSog Nvwong katd tn AdackaAia-Madnon. 1. Npaypatoloyikr 2. Evvololoyikn 3. Awadikaotikn 4. Metayvwotikn (n
Ttuntoloyia akoAouBel tnv Tagvopia ou avémtuée o B. Bloom kal n epeuvnTikr Tou opdda, 660 Kot thv avabewpnor Tng, Omwg
Ta avoAUTIKA avadEpovtal oto: Itoylavvidng 2014: 108-112).

ENM: Entinedo MaBnong. 1. Zuhhoyn Aedopévwy 2. Opydvwaon Asdopévwy 3. AvaAuon Asbopévwy 4. YriépPaon Asdopévwv
TAA: Tpomnog Avanapdotaong Aedopévwy 1. Ydpyel pia popdr avamapdotacns twv dedopuévwy UETafl TNG ekPWVOUHEVNC
£pWTNONG KaL TG andvtnong 2. tnv ekpwvnon mapatibetatl moANEG avamapaoTtdoels Twv dedopévwy. O padntig mpEmeL va
KAVEL CUOXETIOELG TPOKELUEVOU va. KOTaARgeL otnv amdvinon 3. O pabntig mpémel va avamapoaotiosl ta dedouéva pe
S1adopPETLKO TPOTO AN AUTOV E TOV OToio avarmapiotavtal otny epwtnon (BA. oxetkd: 2toylavviéng 2014: 114-115).
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Nivakag 3.1. ZuvoAlkEg kataypadEg yla Tnv availuon tng SI6akKTKAg Stdotaong Twy
AOYOTEXVIKWV KELUEVWY TNG 3" EvotnTag

ENOTHTA AP | OZE MAT KME EIM ENM TA
3 K A
KATATPA®
E2: 15
KEIMENO 5 2. |6.12. |3 3. /51 ]3. |33 5.4 8.4 8.1
2 |3 |1 |2 3 3
KEIMENO 6 5. 12. |41 3.2 7.1 4.1 1.2 24 (4.1 1. |24 |7
2 |3 2 .
1
2YNOAO 2 7. |6.|6. (6. |3 (12. |3. |4. |1. |33 |7 4. |1. |10. | 15.
2 |3 |1 |2 3 |1 3 1 |2 R I R ) 4 1
4

ENIZHMANZH: ta Aoyotexvikd keipeva dgv cuvodelovtal amo epwIHOELS KATOVONONG.

H 3" gvotnta, otnv omola epumepléxovral Eva Beatplkd €pyo Kal €vol KOULKG, €xeL 15
kataypadéG. lMapatnpeitol LOOKATOVOUN €PWINCEWV/AOKNOEWV TIOU EVIACCOOVIAL OTLC
Katnyopieg akolw Kat pAw/Stapalw kat ypadw (OZE). Ta AoyoTeXVIKA KELLEVA TIPOCSOKATAL VA
aglomotnBouv e€icou yla TNV katavonon/kaAAlépyela/mapaywyn mpodopLlkou Kol Ypormtou
Abdyou. Q¢ mpog tn popdn datinwong Twy epyactwy, (MAT) oplakd ival eplocOTEPEG OOEC
nephappBavouv avaAnn Spdong, otoxeUoOUV OTNV EVEpyomoinon Tou pabntr kat paAlota o€
atoulko emimedo (BA. petapAnt) KME). H petayvwotik popdn yvwong UTEPTEPEL OTIG
KATAYEYPOUUEVEG KAAOELG TG HeTaPAntic EIM. AkoAouBoUv n SladlkaoTik Kal n
T(PAYULATOAOYLKH KOl €TOL UTTOPOUE VA CUUTMEPAVOULE OTL 0 padntng dev mpémel va otabel
OTTOTEAECLLOTIKA LOVO QTTEVAVTL OTO TL TOU KELUEVOU AAAAQ KAl OTO YLATL Kol To twG. H dlamiotwon
out unootnpiletal kat amo ta dedopéva tng petaBAntic EAM, otnv omoia kuplapxel n
Stadkaoia tng unépBaong Twv dedopévwy amo tov padntr. Ta eupiuota avta otnpilouv Tnv
amoPn OtTL N evOTNTA HECW TWV AOYOTEXVLKWVY KELLEVWV TIPOOEYYIEL OTOXOUC TTOU a.POPOUV TIG
YAWOOLKEG S£ELOTNTEC OTO MANLCLO TOU YPAUUATIOMOU KOlL TOU KPLTIKOU ypappatiopou. Qaivetal
TIAVTWE OTL oL cuyypadeic Statnpouv tnv emipvAaén tou Babuou ETOLUOTNTAC TOU HaBNnTH WoTe
VOl QVTOMOKPLOEL e QMOTEAECUATIKOTNTA OTLS SpaoTNPLOTNTEG Kal TN otoxoBecia Toug Kot
Snuoupyouv UTTOOTNPLKTLKO onueio avadopac: oTo ouvoAo TWwv
EPWTNOEWV/EPYACLWV/EPAOTNPLOTATWY UTIAPXEL Hia popdr avamapdotaons Twv dedopévwy
HETAEL TNC eKPWVOUUEVNC EPWTNONG KAL TNG QNMAVINONG WOTE VO UMOPOUUE va UAAQUE yLo
KaBo&NyoUHEVN «QUTEVEPYELO» KAL KPLTIKN) OKEYPN TWV Hodntwy.
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Epapuoyn tnc uedobdou otnv Evotnta 6: Evepyoli TOAITEC yLa TNV UTTEPAOTILON OLKOUUEVLKWYV

aélwv

Nivakag 4: AvaAuon TG SIOAKTIKAG SLACTACNG TWV AOYOTEXVIKWY KELUEVWVY TNG 61
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Nivakag 4.1. JuVoALKEG KataypadEC yla Tnv avaAuon tng SL8aKTIKAG Sldotaong Twv
AOYOTEXVIKWV KELULEVWY TNG 6" EvotnTag

ENOTHTA 6 | APK | OZE MAT K EIM ENM TAA
KATATPA® M
E2: 17 E
KEIMENO 2 31|18 (3. 18 |6. |14. | 111 241111 | 24 1 |1
.13 |1 2 |1 3. ]2
2 1
KEIMENO 3 11 2. |1. |2. |31]21 1.2 1. (1. |1. |31
2 1 2 1 (2 |3
2YNOAO 2 4. 11 (3. (9. |8 |17.]13. 1{2|1j1(1)2|1 |1
110 (3 |1 2 |1 1 e 2. .. |6.]2
2 3(14(.12(3(4)|1
1

ENIZHMANZH: To keipevo 3 (kOukg) Sev aflomoleital w¢ MOAUTPOTILKO KElUEVO aAAd e onuEio

avadopdg tn Xprnon Tou YAWooLKoU KwSLKO OTTOKAELOTIKA.

H 6" evotnta, 0TNV OMola EUIMEPLEXOVTOL EVA TTOLNUA KL EVO KOULKG, £XEL 17 KaTtaypadEg,
Ol TIEPLOCOTEPEC QMO TIG OMOie¢ adopolV TO TOLNTIKO Keipevo. Mapatnpeitol LOOKATAVOUN
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EPWTNOEWV/AOKNOEWY TIOU EVTAOOOVTAL OTLG KATNYOPLEG EPWTNOELS KaTtavonong/dtafalw kat
Ypadw evw n mAelovotnta adopd TNV Katnyopia akovw Kol UAw. Ta AOYOTEXVLKA KElpeva
npoobokatat va aflomowinBolv, Kupiwg, Yyl TNV Katavonon/kaAAlépyela/mapaywyn
npodoplkol Adyou. Q¢ mpog TN Hopdr SLATUMWONG TWV EPYOCLWY, SLATILOTWVETAL LOOKOTAVON
HETAEL O0WV SLOTUTIWVOVTAL PE TN Hopdh EpWTNONG -EMOUEVWE ETUTPEMOUV EVEALELA WG TTPOG
TOV TPOMO TPAYUATWONG- KAl OCWV amoTteAoUV TPOTacn OpaotnplotnTtag HE XPHoNn
T(POOTAKTLKNG -EMOUEVWG 0p0oBEeTOUV TO TTAAGLO UAOTtoiNoNG-. Ot kataypadEg embUAACCOUV pLa
EKTIANEN: WG ATOKAELOTIKN Lopdn StdaokaAiag pe onueio avadopdg TNV KOWWVIKN TNG Staotaon
kataypadetal n atoutkn. Mpokettal yla dlamiotwaon n omola altloAoyeL Kot TNV emKkpatnon emi
TWV EUPNMATWYV TNG TPayUatoloykig yvwong (otiAn EIM) kat tng culoyng twv dedopévwv
(ENM) w¢ dtadkaoia tnv omoia akoAouBel katd tn ditdaokalia o padntig Ta eupAuaTo AUTA
o€ ouvbuaouo pe ta dedopéva tng petaBAntig TAA otnpilouv Kat yla tTnv 6" evotnta tnv anoyn
OTL LEOW TWV AOYOTEXVIKWY KELWEVWV Kal PE TNV KaBodriynon pag popdng avamnapaotoons Twv
6ebopévwy peTafl NG eKGWVOULEVNE EPWTNONG KAL TNG ATIAVINONG Ol LoONTEG KaAouvTaL Vo
LKOVOTIOLIOOUV OTOX0UG KAAALEPYELAC TOU TIPOdOPLKOU, KUPILwG, AOYOU E Pl KELWEVOKEVTPIKN
Bewpnon ¢ yYAwoolkng StdaokaAiag.

Epapuoyn tng uedodou atnv Evotnta 7: TExvn, Ui YAwooa yia 0AoUC O€ OAEC TIC ETTOXEC
Nivakag 5: Avaluon ¢ S16akTKng dLAoTaong TwV AOYOTEXVIKWY KELWEVWV TNG 7" Evotntag
A/A APE APK O2E MAT KME EIM EMM TAA
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Nivakag 5.1. ZJUVOALKEG KataypadEG yla TNV availuon tng SLEaKTIKAG dlaotaong Twv
AOYOTEXVIKWV KELUEVWVY TNG 7" EvotnTag

ENOTHTA 7 APK | OzE MAT KME | EIM ENM TAA
KATATPADEZ:
15
KEIMENO 1 2 6. |4. | 4. |81 6.1 24 131132481
1 2 1 2 .
2
KEIMENO 3 2. |5 |4 |3. |71 4. | 2. (14 (4. |2. |1. |6. |1
1 2 1 2 1 2. 1 (2 |4 |1 |2
2YNOAO 2 4, |11 |8 |7. |151 |10 |2. |34 |7. |5 |3. |1 |1
1 2 |1 2 d |2 1 (2 |4 |4 |2
1

H 7" evotnta, otnv omola gumneplexovial SU0 Aoyotexvikd Sokipta, €xel 15 kataypadec.
Mapatnpeitol LoKATAVOUN £PWTHOEWV/A0KNCEWV/EpaoTtnpLOTATWY mou cuvodevouv ta dU0
Kelpeva. Katatdooovtal KUplwg otnv Katnyopio akovw Kat HAw Kat evtormilovtal povo 0o
kataypadEg yla KABe Keipevo oL omoieg adopolV €PWTNOELS KOTAVONonG. Ta AOYOTEXVIKA
KELLEVA, EMOUEVWG, OTOXEVOUV OTNV Katavonon/kaAALEpyeLa/mapaywyr npodoptkol Adyou. Qg
mpo¢ tn Hopdn SloTUMWoNg TWV €pyaclwy, OSLATILOTWVETAL LOOKATAVOUN METOEL Oowv
Slatumwvovtal Pe TN Hopdn EpWTINONG -EMOMEVWE ETUTPETIOUV €VEALEIO WG TIPOG TOV TPOTO
TPAYMATWONG- KAl 00wV amoteAolv mpdtacn SpactnpldtnTag UE XPRon TPOOTAKTIKAG -
EMOUEVWG 0p0BeTOUV TO TAAiolo ulomoinong-. H &idaokaAia kot AAL opilleTal WG OTOULKA
(KME). H petayvwoTtiki popdn yvwong UTIEPTEPEL OTLG KATAYEYPAUUEVEG KAACELG TNG EVOTNTAG
EIM kot akoAouBoUv pe oAU Alyotepeg KaTAypadEG N EVVOLOAOYIKN KOl N HETAYVWOTLKA. O
HaOnTAG KaAsital va avtamokplBel otoug SI86AKTIKOUC 0TOXOUG HECO Ao TN GUAAOYH Kal TNV
opyavwon dedopévwy Kal Alyotepo Pe TNV avaluon kat tnv unépBaor toug (EAM). Mo 1N
petapAnti TAA LoxUouv oL SLATILOTWOEL VLA TAL AVTLOTOLXO EUPHUOTO TWV EVOTATWV 3 KaL 6.

ZUUTEPOLCLOTOL
MNna to pabnua tng ddaokaiiag tng NeoeAAnVIKAC YAwooag oto NUuvAaclo avadoplka HE TN
S6aktik) aflomoinon tng Aoyotexviag, n HEALTN Twv Kewévwv AEMMZ-AMZ, tou véou
Mpoypaupoato¢ Imoudwyv, Twv Exkmatdeutikwv Odnylwv kot tou gyxelptdiov tou pabnth (I
Ffupvaoiou) emtpémnet T SlatuMwon Twv £€R¢ SLATMIOTWOEWV:
= Jta AENNZ kat AMZ v unmtdpxel pntr avadopd alAd evtomilovial AUECES KOl EUUECEC
EVVOLOAOYIKEC OUVOEDELG HE TNV aflomoinon tng Aoyotexviag.
=  OL apxég tou veéou [MpoypAUUATOG ZTOUSWVY KoL Ol TIPOTELVOUEVEC UEBOSOAOYIKEC
TIPOOEYYIOELG CUVTAOOOVTAL LE TLG QVTIOTOLXEG TNG TS AYWYLKNAG TOU YPAUUATIOMOU KOt
TWV TIOAUYPOAUUATIOMWY HE BAon Ta KEWEVIKA €i6n KoL TOMOBETOUV TA AOYOTEXVIKA
Kelpeva HECO O€ QUTEC. ZUYKEKPLUEVEG Kal oadeic avadopég Bplokoupue kat otov O6nyo
yla tov EKmatbeutikd pe S16aKTIKO MPOCAVATOALOUO.
= To oXOAKO eyXeLpidLo ou PeAETONKe otnv mapovuoa epyacia akohouBei/aflomolel pe
CUVETIELA TLG APXEC TNG TALSAYWYLKAG TOU YPOUMATIOMOU e BAoN TO KELUEVIKA £16N Kall
TwV TOAUEYYpaAUUATIOUWY (Anuaon & Apafavr, 2013) kot paAwota pe ocadn
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TIPOCOVATOALOUO TWV KEWWEVWVY OE PO SLATTOALTIOULKY oToxoBeoia (Anuaon, 2012).

=  Ta AoyoTeXVIKA Keipeva aglomololvtal oTo MAALCL0 TwV YAWOCOSISAKTIKWY OTOXWVY HE
€udaon oe epyacieg mou adopouv Ta ELEOAOYIKA XOPAKTNPLOTIKA,/TNV KELWEVIKOTNTA, KOL
T OUVOPTNAOELG TWV KELUEVWV HE TNV KATA TEPUMTWON KOLWWVLKOTIOALTLOMIK TOUG
mAatciwon.

= H avaAutikn taflvopnon tTwv epyactwv avadelkvuel tTn duvatotnta aflomoinong twv
AOYOTEXVIKWV KEWMEVWV YlOL TNV LKAVOTOLNON OTOXWV TIOU KLWVOUVTOL amo Tnv
TIPOAYMOTOAOYLK) HEXPL TN METAYVWOTIKA YVWON HE TIOCOOTWOEL €UPAVIONG TIOU
TEKUNPLWVOUV TNV dron OTL Ol CUVTAKTECG TOU €yXELPLOIOU akoAouBoUV TIC GUYXPOVEC
Boelc/taoelg yla tnv aflomoinon tng Aoyotexviag otn yAwoolkn dtdackaAia, Omwe e
ocuvtouia avadepBnKape oTnV ELCAywyr TNG EPYOOLOC.

= Hd&wbaktikn aflomoinon tng AoyoTteXViag AmOTUMWVETAL e TTOAAQTTAOTNTA OTOX WV, XWPLG
Va ETIKEVIPWVETAL OTNV EKUAONON YAWOOIKWY (YPOUUATIKWY - CUVTAKTIKWY) KAVOVWY,
oAAG akoAouBwvTtag MPOoaVATOALGUOUC TTPOC TNV KOTOVONGON, TN AOYOTEXVIKOTNTA, TN
BuwpatikdotnTa, TNV KOAAEPYELA KPLTIKAG OKEYNCG Kal TPOBANUOTIOHOU Kal TNV
EVEPYNTLKN EUTTAOKN TWV HAONTWV.
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